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ABSTRACT
STUDENT PERCEPTIONS OF A SCHOOL-BASED MENTORING
PROGRAM AND THE IMPLICATIONS FOR PRACTICE
Sharon Y. Alexander, Ed.D.
Department of Leadership, Educational Psychology and Foundations
Northern Illinois University, 2015
Dr. Patrick Roberts, Dissertation Chair
A suburban high school in Northern Illinois conducted a mentoring program for
freshmen students entering the school to assist with transitioning to the new setting. The
program, entitled “Link Crew,” matched junior- and senior-aged trained peers to groups of
freshmen students to share information about the traditions, expectations, and methods to find
success in the high school atmosphere. The purpose of this study was to investigate how
students who have been involved in a mentoring program talk about and discuss their
experience. By understanding student perspective, practicing administrators can become
cognizant of students’ needs and better prepared to address learning during transition.
Eleven participants were interviewed individually to examine which program qualities
impacted their student learning, self-efficacy, and ability to be successful in the high school
setting. Students who participated in the mentoring program Link Crew as freshmen were
audiotaped and interviewed initially during 10th grade to examine the specific themes shared
and to identify characteristics and attributes of the mentoring program.
Educators and administrators continue to search for interventions for all students in the
school setting and methods to assist students through transition. Mentoring has been
previously used in school settings for students transitioning from junior high/middle school

to the high school setting. This study attempted to identify the perceived impact of mentoring
for the students. Through transcribed interviews, specific attributes for effective selection of
mentors, program qualities needs, and the potential impact on learning were shared by
mentees. This information was coded to identify specific embedded themes and subthemes to
assist other administrators and educators in identifying transitional needs and considering the
potential of using mentoring as an intervention. Through coding of interview responses,
students perceived mentoring as effective when students were open to being mentored
through transition, were able to build a trusting relationship between the mentor and mentee,
and had time to share interests and more about themselves.
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CHAPTER 1
INTRODUCTION

Background/Rationale
For several years, educators and administrators have attempted to teach specific and
desired outcomes to students entering their school levels. For some students, the transition
from one educational environment to another is associated with academic challenges and
achievement loss (Smith, 2006). Students who do not navigate a school transition well face
the possibility of personal and academic turmoil and even falling off track for promotion and
graduation (Neild, 2009). School transition is a time of change and new opportunities, when
students and families encounter the challenges of learning in an increasingly more formal
learning environment.
To address the transitional needs throughout learning, educators have attempted to
intervene and suggest ways to inform and assist learners and families through transition. In
kindergarten, the expectations for behavior, social interactions, and learning differ from those
of home or preschool (Dail, Rochelle, & Lea, 2008). At the elementary level, schools often
have kindergarten round-ups or programs offering informational meetings to parents and
children entering the new school site. At these events, buses are visible to helps new parents
and children understand leaving their home every day and boarding their respective bus to the
school site. Additionally, students and families are brought into the classroom setting to view
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what the educational day looks like to new students in the setting. Parents can learn many tips
at the round-up event about how to support the student in these changes. During the parent
meeting, which lasts about an hour, families meet the principal, kindergarten teachers, nurse,
speech therapist, and social worker and receive a basic overview of the school and important
policies and procedures (Edwards, 1999).
Another point of school transition often occurs when students move from elementary
to middle or junior high school. Transitions into and out of the middle grades can be
challenging for many reasons as students need to adjust to new policies, practices, and
buildings; teachers require accurate data about their new students' capacities; and families
must navigate relationships with new personnel (Andrews & Bishop, 2012). Educators define
middle school as a transitional period in a child’s life due to the emerging social and
developmental changes occurring for the learner (National Middle School Association
[NMSA], 1995). Middle school is deemed a unique time for 10-14-year-old students because
of rapid physical development and changes in emotional and social development as the child
emerges from child to adult decision-making and thinking (Faber, 2001). To address the
developmental needs of these students, schools have developed a middle school philosophy
centered on the design of school facilities, curricular academic scheduling, and instructional
and social developmental needs of middle school students (Anfara, 2001). At the junior high
and middle school level, “step-up” events are conducted to invite parents and students into the
new setting to explain new bell schedules by which students enter a new classroom every 41
or 80 minutes, having physical education every day and dressing in front of peers, and
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discussing the changes in adolescence emerging at the same time as this transition in school
setting.
In high school, expected academic and behavioral norms influence performance in this
setting.
No longer is high school seen as an end point in the public education system; the
American high school is now being asked to prepare all its students for the
postsecondary schooling and training required for full economic and social
participation in American society. In short, it is being challenged to make good on its
potential and become an avenue of advancement for all. (Balfanz, 2009, p. 18)
Through the partnership of mentoring at the school site, the framework of this study
attempts to explore whether self-efficacy is discussed and reported by interviewed students
experiencing transition. It also attempts to learn if mentees have a better chance of learning
expected academic and behavioral norms to graduate and achieve beyond the high school
setting when taught by peers at the school site through the intervention of mentoring.
According to Bandura (1997), adolescence serves as an important transitional period
in a child’s life and is a catalyst for learning key adult roles and responsibilities. Adolescence
is a time of accelerated growth and change second only to infancy: a time of expanding
horizons, self-discovery, and emerging independence, and a time of metamorphosis from
childhood to adulthood (Carnegie Corporation of New York, 2008). It offers subtle changes
in family dynamic and other relationships (Thompson & Barker, 2009). Children begin to
form personal belief systems and make decisions beyond the support of his or her family as
they enter adolescence. All school transitions present different and, at times, puzzling terrain
to traverse. Some students find the move between schools so difficult that they “unlearn”
skills and content, beginning a potential spiral toward being retained or even dropping out
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(Andrews & Bishop, 2012). The time from middle school to high school presents some
unique challenges to transition because of the emergence from adolescence into preadulthood.
The transition from middle to high school is often a seminal and challenging transition and is
referred to in the literature as “one of the defining parameters of development in the second
decade of life” (Barber & Olsen, 2004, p. 3) and “the most difficult transition point in
education” (Southern Regional Education Board [SREB], 2002, p. 24).
As educators consider what interventions may be effective in assisting transitioning
students, many schools have considered several options. These interventions have included
building smaller communities within the school, using teaming and cooperative learning
strategies, eliminating tracking, empowering teachers, and improving student/teacher
relationships (Akos, 2002). When addressing the social developmental changes during
middle to high school transition, some researchers, such as Andrews and Bishop (2012),
Balfanz (2009), and Dimmitt and Carey (2007), have attempted to identify not only the
internal changes emerging in the student learner, but also the external adjustments being
observed entering a school site. In addition to basic psychological needs, adolescents have
unique developmental needs that must be addressed within the school setting during transition
(Ellerbrock & Keifer, 2013). As schools investigate the social, individual, and schoolwide
needs of these adjusting learners, mentoring is shared as a method to address the overall needs
of learners.
Elements of the school environment or climate include, among others, interpersonal
relations between teachers and students; level of perceived school safety; involvement of
students, parents, and teachers in collaborative decision-making; teacher expectations for
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student learning; and culture and values of the school (Anderson, 1982; Freiberg, 1999). In
the school setting, educators and administrators desire to influence the school climate in
proactive ways that support students. To meet the needs of increasingly diverse student
populations and the challenges of accountability-driven education systems, many mental
health and education professionals have attempted to broaden the scope of their practice to
include systemic prevention and intervention efforts (Roach & Kratochwill, 2004).
Therefore, interventions such as mentoring have surfaced as programs to address individual or
group needs that may vary across the larger school environment. Through mentoring,
unlikely pairs of individuals come together and cross class, racial, and ethnic divides to build
a lasting relationship of trust, support, and goal setting and is the very essence of mentoring
(Spencer, 2006).
Prior to speaking to mentees, the researcher was not fully aware of the transitional
needs of students leaving middle school and entering high school other than learning a new
school setting and meeting new teachers. Unless educators and administrators take the time to
listen and hear the concerns of students, they will continue to try to address student needs
without fully comprehending the needs. For example, the researcher believed that students
entering high school needed to understand only the new school facility layout and new
teachers. According to the students, they also needed to understand the culture within the
school, such as how to study for a midterm or final exam, because this was not something
they had not experienced in middle school.
Baylor University’s, transition work to and from middle school identifies these needs
expressed by the students.
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New students need to know that they can travel hallways safely and get from place to
place in a reasonable amount of time. They need to go through sample assignments
and activities to get a feel for assignment difficulty, how new subjects are taught, and
the level of academic expectations. (p. 137)
In addition, students need to know social aspects of the school, such as what to expect during
homecoming week and grade-level wars. In this study, mentees shared how freshmen
wearing their specified school color during homecoming might have paint or color spattered
on their shirt by other upperclassmen during this week. They also spoke of learning timemanagement skills that were not as important in middle school but that helped to ensure they
completed assignments on time for high school classes, which could help avoid repeated
coursework over the summer. Underlying messages at the high school may not be readily
understood by incoming freshmen, former teachers, administrators, or student parents
unfamiliar with the new setting. Because there is a culture within the high school that must be
understood to assist students with transition, mentees found evident value in learning from
peers with experience.
Ultimately, this study was completed to learn if the Link Crew peer-to-peer mentoring
program impacted students transitioning from the middle school to the high school. Based on
student responses, there was an impact, and it appeared to assist students in understanding
aspects of the school setting and learning more about the teachers and expectations of the high
school. Mentees indicated that they were especially more comfortable in the high school
setting from learning from someone closer in age, which addresses the original mission and
purpose of the Link Crew mentoring program. The importance of peer-to-peer mentoring
stems from the belief that older students can lead and guide younger learners. For these
reasons, the researcher looked at peer-to-peer mentoring, particularly at the high school level,
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with students transitioning from middle or junior high to the high school setting. In
interviews with mentees in the Link Crew mentoring program, the mentees shared their
perceptions and identified how mentoring had impacted their transition from middle to high
school.

A Case for Mentoring
The Odyssey, written by Homer, describes one of the first mentoring relationships
between Telemachus, the son of Ulysses, King of Ithaca, and Mentor, a trusted friend of
Ulysses. Mentoring, initially defined in the Homeric legend, began with the Trojan War when
Ulysses left his family--his wife and his infant son Telemachus--in the hands of Mentor.
Mentor’s responsibility to Telemachus was to guide his education, shape his character, offer
wisdom and advice for decisions, and create purpose (Barondess, 1997). Mentor offered the
child spiritual guidance, and the relationship between the two was considered a gift from the
gods.
The relationship described in this story informs the present-day understanding of
mentoring. According to Merriam-Webster online, a mentor is defined as a trusted counselor
or guide. DuBois, Holloway, Valentine, and Cooper (2002) surmise that mentoring can create
trusting relationships with extra-familial adults to guide and instruct youth, many in crisis, to
create different choices and pathways for their futures. Older peers, educators, family
members, or outside agencies can serve as mentors by acting as a resource that provides
direction and purpose for students (Gurian, 2009; Roth, Brooks-Gunn, Murray, & Foster,
1998).
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Larson, Walker, and Pearce (2005) argue that mentoring seeks to build trusting
relationships between young students and adults. Larson et al.’s work includes brain research
that describes the natural tendency for humans to form close attachments to others. Parents,
mentors, schools, and communities direct students’ religious institutions, sports athletics, or
rites of passage that teach “the good,” “high character,” and “virtues” (Gurian, 2009). These
individuals work to share and impart knowledge and experience to help another person learn
attributes that build respect, trust, and beliefs. These individuals, “mentors,” build what is
described by Pittenger and Heimann (2000) as self-efficacy and assist with transitioning
others and learning new skills and beliefs. The mentorship and self-efficacy model suggests
that the self-efficacy of the mentor and the mentee are directly related to the effectiveness of
that relationship, especially if self-efficacy is high in both mentor and mentee.

Statement of the Problem
The problem addressed in this study is the difficulty of transition for students entering
a new school level. Because of this transitional challenge, students academically and
behaviorally struggle as they adjust to the new school setting, and school educators see
increased dropout rates, school phobia, and anxiety as just a few concerns that arise from a
difficulty in adjustment to the new setting. Because meeting the social-emotional,
developmental, and academic needs are attributes helpful in building the skills of adolescent
learners soon entering adulthood, mentoring is one intervention that has been used to study
school transition. Sosik and Lee (2002) defines mentoring as a form of social support in
which individuals with more advanced experience and knowledge (mentors) are matched with
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a lesser experienced and knowledgeable individual (protégé) for the purpose of advancing the
protégé’s development and career. Thus far in the research, mentoring as an intervention
cannot fully be determined as the cause for student success during transition. Therefore, this
study aims to explain and report on the transitional needs met or not met for incoming student
learners exposed to mentoring at the high school setting. Additionally, this study focuses on
the perceptions not necessarily heard in other research reviewing students in transition.
Investigation of one such program, Link Crew, shows that it might impact students’ transition
into the new school setting. Through the findings shared from student perceptions, mentoring
is explored to determine what impact it has on students involved and, if it is not fully
impactful, what attributes and characteristics are needed for it to be perceived as successful
for the learners involved.
The Boomerang Project (2011) was created by Carolyn Hill, Mary Beth Campbell,
and Micah Jacobson, who shared more than a total of 65 years of educational experience, who
desired to use Link Crew and Where Everyone Belongs (WEB) mentoring programs as
programs to help change the world. The two programs on mentoring--Link Crew for
transition from eighth grade to ninth grade, and WEB, addressing transition from elementary
to middle school or junior high--have been working with over 3,000 schools nationwide to
consider peer-to-peer mentoring intervention for schools. For this study, Link Crew was
studied to understand the transitional concerns from middle school to high school.
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Self-Efficacy and Mentoring
The theoretical framework of mentoring surrounds the importance of examining selfefficacy improvement as a result of being mentored. In this study, there was an additional
interest in learning if identified students improved self-efficacy through their involvement in
mentoring. According to Bandura (1997), perceived self-efficacy refers to the beliefs in one’s
capabilities to organize and execute the courses of action required to produce given
attainment. How one views and observes oneself in the setting and perceives one’s ability to
motivate oneself determines the produced and desired results and impacts and creates
perceived self-efficacy. Self-efficacy can be bolstered through vicarious learning from others
(Bandura, 1997). In response to this fact, those viewing vicarious learning also speak to
imitation as a way to learn from others. Imitation has been defined in a multitude of ways,
and one can find important imitation research under such diverse labels as identification,
social facilitation, modeling, observational learning, matching behavior, and choice-matching
dispositions (Yando, Seitz, & Zigler, 1978). This type of learning occurs typically in the
course of contact with peers and role models (Powers, Sowers, & Stevens, 1995). As students
learn about their own personal values, beliefs, and ideas, they may build self-efficacy when
they imitate those actions they appreciate or agree with in others. The balance of building and
nurturing self-efficacy in the school setting by administrators, educators, and mentors for new
students occurs when the desired results of the mentoring program align with the same beliefs
and desired outcomes shared by the students. School-based mentoring programs are geared
toward improving grades, school attendance, behavior, interest in learning, and plans to
pursue higher education (Rhodes, 2008).
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Although mutual benefit and learning can emerge from a mentor-mentee relationship,
the key in mentoring is the identification of goals and expectations between the mentor and
mentee to work toward a mutually developing relationship to meet those goals (Strohschen &
Zachary, 2000). The relationships between the mentee and mentor in the school setting is
delicate and may be determined by how well a program is structured in aligning program
goals to the perceived self-efficacy goals desired for the students participating. Further, other
researchers (Pajares, 2002,; Schunk, 1983) have expanded Bandura’s (1997) self-efficacy
principles by postulating that if someone has the requisite skills and motivation, then selfefficacy is one major determinant of an individual's actual performance. Additionally, selfefficacy is seen to affect an individual's choice of activity, effort expended, and persistence at
the task (Frode, 2009). If mentoring can influence the types of choices made through
transition and mentors can help mentees reach goals and academic achievement in the school
setting, then mentoring should be further explored to determine how exactly it impacts student
self-efficacy, especially through transitional years. Although some mentoring research (Igo,
Toland, Flowerday, Song, & Kiewra 2002; Powers et al., 1995) speaks of improved selfefficacy through involvement in mentoring, the purpose of this study is solely to investigate
how students who have been involved in a mentoring program talk about and discuss their
transition experience.
By studying the reported interactions in the mentoring partnership, this study
specifically looked at a mentoring program called Link Crew at a K-12 midwest suburban
high school. The Link Crew program partnered a trained junior or senior mentor with a new
freshman or a group of freshmen. In this case, each mentored group of freshmen was
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assigned to a mentor identified by last name and grouped with that alphabet. The program’s
goals aimed to help mentees learn about the customs, traditions, and expectations at the high
school setting through a peer-to-peer mentoring approach. Additionally, the program sought
to build self-efficacy in learners by partnering students with peers close in age who had
recently been through the same school experience as those being mentored. Link Crew
maintained foundational program beliefs and a mission to address student transition as
students entered the ninth-grade school year from the junior high or middle school experience.
Through mentee interviews conducted after the completion of the mentoring experience, the
researcher attempted to learn about perceptions of the program’s quality and its ability to help
students to understand how and if they were assisted through the transition. Research
surrounding mentoring continues to observe varied reasons for mentee success or
improvement in an area. By reviewing the specific goals of the Link Crew program and the
perceived impact of the program by mentees, this study identifies what students believe works
and does not work in the mentoring relationship established. Mentee responses gathered and
reviewed from interviews were further explored using grounded theory to identify specific
growth noted by the mentees after mentoring and attributes they believed were necessary
through transition.

Significance of the Study and Connection
to the Statement of the Problem
The Carnegie Council on Adolescent Development in 1989 estimated that one quarter
of the adolescent population is at risk of academic failure and other behavior problems and the
costs to society and the individual are high, not only in welfare payments but also in a
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potential loss of $260 billion in earnings and tax payments. Two decades later, America’s
Promised Alliance (2008), an organization chaired by Colin and Alma Powell, found that the
United States has a 30% rate of students failing to graduate from high school and data in
urban settings indicate that 50% to 70% of the students fail to graduate. The United States
Digest of Education Statistics (2014) found that 7.1% of all races are still dropping out of high
school between the ages of 16 and 24. These students are described as less likely to gain and
keep employment beyond the middle and high school educational settings and are prone to
behaviors leading to dropping out (Christenson & Thurlow, 2004; Finn, 1989), such as high
office referrals rates leading to suspension or expulsion, low high school completion rates,
high absenteeism, and low standardized test scores (Magdol, 2008).
Schools are increasingly committed to improving students’ knowledge and well-being.
They also understand that the dual purpose of student achievement and learning is dependent
on reaching the cognitive, social, and emotional factors of the students (Durlak, 2011;
Simones & Alaraco, 2013). Because the goal for educators is for every student to learn and
use acquired skills after they exit the school setting, administrators and educators are
searching for strategies that foster independence and the ability to thrive. Several ideas are
suggested for the middle-to-high-school transition, including having freshman academies,
school-within-a-school programs, and freshman seminars (McIntosh & White, 2006). Some
students begin truancy and attendance patterns that impact their ability to learn. Some
students acquire the critical-thinking skills necessary for college and workforce preparation,
whereas others do not (Baenen, 2008). Horwitz and Snipes (2008) identify recommendations
for assisting the middle-to-high-school transition by offering a mentoring program. This
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study explores the student perceptions of the overall mentoring experience, including the
students’ perceived beliefs and if or how the program influenced their transition into high
school and attitudes about remaining and staying in high school. The significance of this
study may allow other school leaders working with students in transition to consider
mentoring as an intervention strategy and place specific processes in place to better impact
student learning.

Mentoring Framework
What is the aim or purpose of a mentoring program? According to Trenner (2012),
the ultimate goal of mentoring is to help youth achieve successful outcomes: (a) becoming a
long-term contributing member of society, (b) improving self-worth, (c) increasing potential
for success, and (d) improving communication skills. The common words of “guiding,”
“nurturing,” “caring,” and “experience” identify some of the characteristics of the mentor
(Young, 2001). These attributes are noted when a quality mentoring program is in place and
mentees suggest the roles they seek in their mentors.
Several researchers, including Alaraco (2013), Anastasia, Skinner, & Mundhenk
(2012), and Dopp (2014) have investigated perceptions of what mentees and mentors describe
as quality in their mentoring program or experience. Eisen (1999) identifies six specific
qualities in effective peer-mentoring programs: voluntary involvement, trust, nonhierarchical
status, duration and intensity of the partnership leading to closeness, mutuality, and
authenticity. Allen and Poteet (1999) identifies listening and communication skills, being
people-orientated, and having a genuine interest in mentoring as some of the essential
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attributes for mentors. One of the fundamental means by which new behaviors are acquired
and existing patterns are modified is through modeling and vicarious processes (Bandura,
1973).
The concept of mentoring establishes a belief that new student behaviors, particularly
those amid school transition, can be influenced by the modeling and shared learning
experiences of the trained mentor. Following this perspective, learning can be influenced and
molded to impact the growth, self-efficacy, and potential trajectory of the mentee as well as
the entire school environment. The social learning theory, as created by Bandura in 1977
emphasizes the prominent roles played by vicarious, symbolic, and self-regulatory processes
in psychological functioning. Social learning theory approaches the explanation of human
behavior in terms of a continuous reciprocal interaction among cognitive, behavioral, and
environmental determinants (Jarvis, Holford, & Griffin, 2003). Moreover, Bandura’s social
learning theory connects to mentoring aims when mentees follow, observe, and adjust their
pattern of thinking through the interaction and observation of the mentor.
Mentoring may have the ability to influence a mentee’s decision-making and choices.
In most instances it is not easy to sort mentoring from adjacent concepts, such as training,
coaching, socialization, and even friendship (Bozeman & Feeney, 2007). Therefore, this
study attempts to target the Link Crew’s mentoring program goals aligned with mentee’s
perceptions of influence during the transition to the high school setting. For this study, Link
Crew mentees were interviewed to explore their beliefs in the characteristics quality mentors
should possess and whether their experience was considered quality and whether their selfefficacy changed. This study attempts to observe the perceived quality of the mentoring
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program, the perception of success shared by the mentee, and the qualities mentors may need
to have to ensure program impact.

Purpose of the Investigation
The purpose of this study is to investigate how students who have been involved in a
mentoring program discuss their experience and perceptions about mentoring.
This investigation took place at a midwestern public high school in suburban Illinois,
using participants from a peer-to-peer mentoring program with junior- and senior-level trained
mentors working with incoming ninth-grade students. Mentees who had been mentored as
freshmen but were sophomores at the time of the interviews were interviewed individually by
the researcher to learn about the perceived impact of the mentoring program on students.
Their shared opinions and perceptions about the mentoring experience during their
transitional year to high school can allow educators and administrators to identify specific
characteristics and attributes for replication in other school settings.

Research Questions
This study answered the following research questions:
1.

How do students talk about and discuss their experience in the Link Crew

mentoring program?
2.

What implications do students’ assessment of their mentoring program offer

school leaders in considering mentoring as an intervention strategy to address school-level
transition?
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Delimitations of the Study
Although Link Crew is a nationwide mentoring program used at the high school level
and specifically used at four high schools in the selected school district, this study focused on
the program at one of the high schools in the district. The ability to work with large numbers
of students would have been available if there had been an abundance of available time to
continue to identify participants. The researcher’s time available as a practicing
administrator, mother, and dissertation student also factored into the scope of this study. The
researcher wanted to learn more about the transition at one school site rather than several
others because program aims varied from school site to school site and ran according to the
purpose and goals of the individual school site. Additionally, due to the researchers’
geographical constraints, the study was limited to Illinois and to a focus on a specific school’s
peer-to-peer mentoring rather than community or e-school mentoring. Several theories were
offered in mentoring research to understand the established relationship, the focus on mentor
or the mentee or looking at mentoring from the various types of mentoring styles in existence.
Moreover, the study’s delimitation included the fact that transitions exist at several levels in
the educational experience, between kindergarten to first grade, from elementary to middle
school, middle school to high school, and high school to college or careers. To address this
study’s focus on peer-to-peer mentoring, the focus of transition was between middle to high
school because this is an area in which the researcher has worked for over 17 years.
The researcher chose to explore self-efficacy and social learning theory through the
types of questions developed and shared with mentees to gain mentees’ perceptions of
whether these theories emerged. This study was chosen to understand issues observed in
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schools in which students struggle with transition to the new school setting. By looking
specifically at school peer-to-peer mentoring and understanding the perceptions of those
involved, the responses shared by mentees informs educators and administrators of potential
practices that may improve student transitions to the high school setting.

Limitations of the Study
Primarily, a limitation of this study was completing a process that allowed time to
solicit student ideas and feedback in a way that could be open and viewed as
nonconfrontational. The researcher reviewed a group interview or focus group possibility but
worried about group bias and eliciting specific individual perceptions openly without bias
from others present. She also considered a survey instead of an interview but believed that
the survey presented limitations in hearing more detail and the additional thoughts that would
be allowed through interviewing individuals in person.
Another limitation in this study was the sample population that relied on working with
the 120 sophomores to create a sample group for interviewing. Due to a reliance on parent
permission and student assent to participate based on the age of the participants, only 11
forms were returned to participate. Had students been able to participate without needing a
parent signature, perhaps more interest would have occurred.

Assumptions
As a former mentor and mentee, the researcher entered this study with some
assumptions of perceived positive impact to students involved. The researcher also believed
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that students would be more than willing to share their thoughts and opinions about the
mentoring experience, especially when realizing that their shared voices might impact
potential changes in the program based on what they believed worked or did not work.
Additionally, it was also assumed that students would be willing to share their honest
opinions when told their information would be anonymous and that they would be given
pseudonyms to maintain confidentiality and opportunities to skip questions or withdraw from
the study at any time.

Chapter Summary
This chapter identified the potential connection and guidance within the mentoring
relationship to build self-efficacy for the mentees involved in the program through social
learning. Transitional times between any two school levels can be difficult, but this study
reviewed the specific student transition from middle school to high school. The quality of
mentoring programs and their impact on learners should be studied to determine what the
students perceive as supporting their transition from middle to high school.
Chapter 2 presents research regarding school-level transitions, peer-to-peer mentoring,
and the quality of mentoring programs.

CHAPTER 2
REVIEW OF THE LITERATURE

Introduction
The review of literature in this chapter examines the research on adolescent transition
in schools, peer-to-peer mentoring programs, and the student perceptions of the mentoring
relationships. The first section focuses on adolescent students and their transitional needs as
they enter high school. The second section centers on the literature and ideas surrounding
mentoring, specifically peer-to-peer mentoring and qualities of an effective mentoring
program. Finally, the third section focuses on the perceived qualities of mentoring
relationships from student’s perspectives.

Transitions
The transition into high school has both psychological and sociological components
that include being socialized into a new school culture with different expectations, stress
factors, and support systems (Cooper & Liou, 2007). School environments that are larger,
increasingly complex, and teacher-centered may not be responsive to adolescents’
developmental needs (Eccles & Roeser, 2011; National Association of Secondary School
Principals [NASSP], 2006). School transition may be especially difficult for young
adolescents due to the organization of such schools (Eccles & Midgley, 1989; Eccles et al.,
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1993). Apprehension about these unfamiliar settings and expectations can create some level
of anxiety as students move from the familiar middle school setting to the high school setting
(Oakes, 2009). Oakes finds that eighth-grade students leaving the familiarity of their school
and arriving in a new, larger, and seemingly chaotic high school environment experience an
abrupt change, causing feelings of insecurity and alienation. Without the proper information
and support, incoming ninth graders can perceive high school as an impersonal and
unsupportive place and turn to nonconstructive behaviors to find fulfillment. The benefits of
developing and implementing effective transition programs for students as they leave
elementary school for middle school and as they leave middle school for high school are well
documented (Mizelle & Irvin, 2005). Ultimately, schools need to focus on transitioning
students from the middle school to the high school, according to Mizelle (1999), Wormeli
(2011), and Weiss and Baker-Smith (2010).
A full transition program is needed to address the areas necessary for ninth-grade
students to be successful in the transition to high school (Butts & Cruzeiro, 2005). Listening
to the voices of those intimately involved in the middle-to-high school transition, including
students, teachers, and school administrators, may help to extend the literature on how such
environments are responsive to the needs of present-day adolescents (Ellerbrock, 2003).
Wormeli (2011) notes that “high school success, navigating the larger world, and discovering
the direction we want to take in our lives are rooted in young adolescence, so why would
anyone leave transition into this impressionable phase to chance?” (p. 48). Additionally,
work completed by Robert Balfanz (2009), chief researcher at Johns Hopkins, focused on the
role of the middle grades to determine the likelihood of graduating from high school. The
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findings in several Philadelphia middle schools indicate that the first year of the middle
grades (typically the sixth-grade year), much like ninth grade, appears to be a make-or-break
year. Although many strategies are suggested to maintain students’ ability to stay in school
and graduate, the thoughts mentioned by Balfanz and pertaining to this study is the
importance of evaluating the effectiveness of the interventions being used with students.
“Because so many different interventions can be going on at one time in a school, it is
difficult to determine which intervention methods are effective for which problems” (p. 12).
This study focuses on the peer-to-peer mentoring program to determine the
intervention’s impact on thinking, actions, and decision-making in the mentees. It also
attempts to learn if students perceive the mentoring program as improving self-efficacy and if
working with a peer provides social learning and a change in thinking and actions due to
modeling the actions of the mentor. Because the importance of strong habits and critical
thinking that impacts the future starts here, school educators should be prepared to address the
needs of the students in their setting.
Andrews and Bishop (2012) studied the Webb Bridge Middle School program in
Georgia, called Big Cheese to Small Fry. This program included events throughout the entire
eighth-grade school year to prepare students for their move to the high school. Each activity
was classified as either “required,” “strongly suggested,” or “optional.” The school worked
hard to ensure that students made the move from middle school to high school with minimal
disruption in their learning. Spending an entire year working on the transition with middle
school students entering the high school appears to be a beneficial process to guide transition
efforts for a school. These events involved many activities for parents to learn more about the
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high school and curriculum. Designing and implementing activities for a particular high
school transition program also involves middle and high school educators working together.
It is not the sole responsibility of the middle school or the high school educators but their
mutual responsibility (Mizelle, 1999).
The American School Counselor Association (ASCA) (Bowers & Hatch, 2005)
national model for transitioning into and out of high school notes that meeting with incoming
students and their families, hosting academic and college and career counseling, curriculum
interventions, parents’ nights information, and dissemination are tools to address school
transition (Dimmitt & Carey, 2007). Although one educational group, such as counselors,
might attempt to address school transition, a culminating effort that includes counselors,
teachers, and administrators should be considered. Unstructured times of day, such as before
school, lunch, classroom interchanges, and end of school, may play a role in meeting
students’ needs and promoting a developmentally responsive school environment (Ellerbrock
& Keifer, 2013). Knowing that educators must reach deeper to meet students’ needs through
transition, although the counseling model is available and the full transitional year in eighth
grade, there is a need to look at every aspect of a student’s experience.

Challenges to Transition
There are several challenges to transitioning from middle school to high school,
including understanding grading differences and awareness of the academic consequences
associated with failure in courses at the high school level (Turner, 2007). Students who do
not navigate a school transition well face the possibility of personal and academic turmoil and
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even falling off track for promotion and graduation (Neild, 2009). Research by Roderick
(1993) focuses on the findings of increased dropout rates for students at transitional years,
both sixth and ninth grades.
One interpretation of these differences between patterns in dropouts’ and graduates’
attendance and pattern in their grades is that the decline in dropouts’ attendance during
middle school and the precipitous decline in their mean academic grades following the
transition to high school are linked. Simply stated, for those youths who are showing
signs of disengagement during middle school, the difficult transition to high school
may deal a blow from which they cannot recover. (p. 75)
Roderick’s work focuses on the evidence to support intervention during the transitional years
and helps the researcher explore the rationale for effective interventions needed.
Understanding grade-point average and the impact of repeating courses is not clearly evident
as middle schools rarely have students repeat a course (Stevenson et al, 1994).
Middle school students want to know what high school is going to be like (Mizelle,
1999) and have questions about courses being offered, so students must be informed about the
courses and offerings as they transition to high school. Mizelle suggests making certain both
students and parents receive critical information to understand options and long-term effects
of the course choices. Additionally, the Texas Comprehensive Center (2014) states that “as
schools look at this transitional period, they should be sure to involve parents and families to
promote collaboration between middle and high school staff members”(p. 3). These efforts
should increase awareness of the type of courses offered at the high school, offer activities at
an orientation meeting with current high school peers, and continue support during the school
year to allow the students to navigate the school setting.
Individual risk factors for adolescent academic achievement during transition has
included poor self-concept and low sense of control, alienation from school, drug and alcohol
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use and abuse, earlier school problems, and behavior issues (Magdol, 2008). As schools
attempt to address these emerging factors for transitions, interventions are sought to assist
student learning so students are academically and behaviorally ready for high school.

Developmental Changes/Adolescence During Transition
Adolescence is defined by Erickson as identity versus role confusion (cited in
Bernstein, Roy, Srull, & Wickens, 1988). Adolescents come to see themselves as unique and
integrated persons with an ideology, or they become confused about what they want out of
life. Additionally, the Society for Research on Adolescence construes adolescence as
encompassing the second decade of life, that is, ages 10 through 19 (Moshman, 1999).
Moreover, Buck and Ryan-Wenger (2003) defines adolescence as the transition from
childhood to adulthood, a period of rapid biological, emotional, and cognitive change.
Physically, students are entering puberty, but psychologically, they are dealing with issues of
industry and identity (Alexander, Harris, & Kruczek, 2005). “Who am I and where do I fit in
this world?” is a common internal discussion occurring for students and those entering
transition, and they often struggle with these internal battles along with the understanding of
their new school surroundings.
Children are taught and guided by parents, grandparents, teachers, church leaders,
and/or extended family. During this critical stage of development, middle school students try
to understand what matters most and how to make decisions (Carnegie, 1998). Middle
school-aged boys and girls begin to notice and focus on the identity they have in the eyes of
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others. They also observe the actions of everyone, including older siblings, teachers, peers,
and parents, to determine what they are good at or able to master.
The simplest task of adolescence is to learn the patterns of action required for
participation in society. Teenagers must acquire habits to live by. They must learn
that there are times for sleeping and eating, for working and studying, for relaxing and
playing. If they do not learn to concentrate on these tasks at the prescribed times in
the prescribed ways, they will not be able to function as adults. (Csikszentmihalyi &
Larson, 1984)
Understanding child development through adolescence is an important part of
preparing for school transition. School structures conflict with emerging adolescent identities
and the need to be idiomatic rather than conformist in the high school setting. Educators want
to understand adolescents for several reasons: so that they can help students to understand
themselves better and handle life situations more effectively; so that they can guide students
in the use of their resources and provide conditions that each individual needs for his or her
best development; so that they do not mistake the normal difficulties of growing up for
pathological problems; and so that they do not hurry students through any stage of their
development or expect too little or too much of them at any given time (Strang, 1957).
Additionally, child psychologists further view adolescents in stages. Kohlberg (1966)
identifies Stage 4 as the point at which rules and social order are respected for their own sake
(middle school). This stage surfaces as students exit the middle school setting and begin
Stage 5, which focuses on personal standards and not on the dictates of authority figures or
society (high school). Understanding the continual conflict in growth and development
experienced by adolescents as they enter the high school setting and these adolescent ideas
emerge is essential for educators in focusing on transitional needs of student learners.
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Adolescence is also defined by growth and development cognitively and physically.
Intelligence moves beyond the individual ability to grow and develop to create learning
through the modeling of others. Vygotsky (1962) is unique in conceptualizing the
development of intelligence in fundamentally social terms (Neisser et al., 1996). He observes
that children who displayed similar levels of individual problem-solving skills when operating
in isolation often showed marked individual differences when coached by an adult or peer
(Carr, 1999).
Adolescence represents a developmental period that is a potential source of variation
in both risk and resiliency factors, and it is commonly held that vulnerability and resistance
shift as a function of developmental or maturational changes (Baer, 2002). Swaim and
Million (2008) describe the middle school student as maturing physically, exercising
independence, and forming strong relationships with peers, which can lead to strained home
atmospheres as both parents and children struggle with redefining roles and relationships.
Attempting to find a “fit” in the home and school is also impacted during the transition period.
Compared to their elementary and middle school counterparts, high school students
often perceive teachers as more impersonal, matter-of-fact, and quick to administer
consequences (Cushman & Rogers, 2008). This perception of teachers at the high school
level runs counter to adolescents’ developmental needs for socioemotional support, personal
relationships, relatedness, community, and autonomy (Eccles & Roeser, 2011; Jackson,
Davis, Abeel, & Bordonaro, 2000; NMSA, 2010). Students are less likely to follow the
mentorship of adults and teachers and may be more apt to follow the direction of peers closer
in age.
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Students appreciate and benefit from having a significant adult in the school to help
navigate the waters of high school and beyond (Stader & Gagnepain, 2000); however Crystal
City High School decided to attack the problem with the group that has the most impact on
teens: other teens. The school staff in Stader and Gagnepain’s work noted that when
freshmen were asked how they were doing and if they needed help and support, they
generally provided “lip service” to adults when it came to honest discussion regarding
educational issues. When asked by parents or school staff about how things are going in
class, the typical response of the freshman is “Everything is fine.”
Avoidance of issues seems to be the typical approach of students in junior high and
early high school. Students have learned that this response is the quickest way to get out of an
office or away from a parent. After reviewing Stader and Gagnepain’s (2000) work, this
researcher concludes that adult intervention may not be an area to study but instead to learn
more about the peer-to-peer mentoring as an intervention to transition.
Human development and learning is complex and is influenced by internal and
external factors. These factors may include the school environment, school culture, personal
and ethnicity differences, social interactions (student to student and student to staff), and
socio-economic differences. These internal and external factors work together to influence
student development (Ikard, 2001). Throughout the most turbulent time in a student’s growth
and development, he/she is also introduced to a new school setting with differing adult
expectations. As students advance through the K-12 educational system, schooling often
becomes increasingly impersonal and developmentally unresponsive (DuBois, Eitel, &
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Felner, 2001). Changing schools can be stressful and can cause either temporary or long-term
problems with academic performance (Magdol, 2008).
Apart from parental expectations and societal pressures to achieve academically, the
school environment itself can create pressures on young people, particularly those with low
self- efficacy. The transition from the relative security of primary or junior high school to
secondary school has a definite impact. There are increased academic demands and peergroup pressures, changes associated with the course of puberty, multiple teachers, and a
feeling of anonymity in a larger school (Frydenberg, 1997). Frydenberg additionally shares
the focus on adolescent coping skills to understand that these changes are similar to those
experienced and encountered in everyday life. How someone thinks about experiences, and
acts on the change is dependent on his/her coping skills.
Additionally, young people in society face a bewildering variety of potential life goals,
lifestyles, and values. These conditions are producing increasing amounts of stress on young
people. The universal tensions of adolescence become greatly exacerbated when adult
responsibilities are so diverse, abstract, and diffuse that a young person cannot imagine what
they will be doing when they grow up and why (Csikszentmihalyi & Larson, 1984).
Guidance and support regarding what decisions to make and how to learn and grow in this
new setting is critical.
Additionally, medical societies have also noted the anxiety and increased
socioemotional concerns occurring for transitioning learners. Some offer assistance with
dealing with stress and anxiety entering the new school or social setting. Winters and Brown
(2013) identify many different resources available for students to deal with problems, for
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example, understanding that teachers, counselors, doctors, parents, and friends are there to
help students transition into this great new time in their life. Big changes are expected in high
schools, and hospitals have partnered with schools to focus on helping students understand
that the adjustment in school is nothing students cannot handle. Seedat (2013) explores the
increase in social anxiety disorder (SAD) noted in school or social phobias. She notes,
Unlike adults, children with SAD are seen as generally anxious and may experience
more somatic symptoms, such as headaches, stomach aches, and nausea, as a result of
their anxiety. Impairments range from low self-esteem, social-skills deficits, and few
friendships to scholastic underachievement. Among adolescents, typical fears include
formal and informal social interactions, public observation and performance, and
situations requiring assertive behavior. In addition, adolescents seem to have more
pervasive patterns of fear and avoidance, as well as higher levels of social distress,
than either children or adults. (Para. 15)
Therefore, schools have an opportunity to address the emerging changes as students enter
puberty, transition to the high school environment, and are monitored or supported during this
time period.
Neild (2009) discusses emerging changes to address freshman transition:
Some school districts have introduced freshmen centers as an organizational structure
to combat poor performance in ninth grade. One major tenet of the freshmen center
model is to create a sense of community often absent in a large high school and to ease
the academic and social transition from middle school to high school.
According to Smith, Akos, Lim, and Wiley (2008), freshmen centers tend to operate more like
middle schools than traditional high schools, including the use of teaming, where the larger
student body is arranged in houses or teams that share a set of teachers. Further, Neild
identifies that the high schools that serve the majority of American students in Grades 9 to 12
have long been aware of the anxiety and confusion associated with starting ninth grade. In
response, they have sought to make ninth graders more comfortable by organizing programs
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and activities that help freshmen find their way around an unfamiliar school building, tackle
more challenging academic material, and negotiate the more complex adolescent social scene.

Transition Needs
Students who leave the eighth grade and enter their first year of high school are at a
critical point in their lives (Kerr, 2002). How these students transition into their new high
school environment is significant (Reyes, Gillock, Kobus, & Sanchez, 2000). The transition
from middle school to high school involves learning new activities, having more choices, and
connecting with new peers. This change is primarily connected to the expansion from a
smaller neighborhood school, where the students spends most of the day with one primary
teacher and classmates, to a larger, more impersonal institution, farther from home, with many
different classes and teachers (Jackson et al., 2000).
Mendler (2001) also defines students’ transition from elementary to middle schools as
encountering a different social environment that involves switching from one primary teacher
to several teachers. Magdol (2008) additionally identifies risks to academic transition and
academic achievement connected to peer factors and ineffective teachers. Mizelle and Irvin
(2005) adds that transition to high school is an extended process that involves middle and high
school administrators, teachers, parents, and students.
Structures at the high school level may also influence schools’ ability to foster an
environment responsive to students’ needs. Although high school structures are in many
ways similar to middle school structures (e.g., organizing the school day into separate classes,
adhering to a bell schedule), structures may take on a new and intensified meaning at the high
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school level (Ellerbrock & Keifer, 2013). Differences in school personnel, students in the
setting, and ethnic cultures emerge. A school culture exists in school and is defined as the
method used to indoctrinate and prepare students for academic and behavioral expectations in
the school setting. Posner (1995) defines and notes a hidden curriculum in schools and
instructional norms and values not openly acknowledged by teachers or school officials and
often not shared with the students enrolled. In addition to understanding content in the
classroom, the school culture must be learned, shared, and understood by all students.
Students who are guided and provided with knowledge of the new culture benefit and
acclimate to the school environment and culture and adjust to the differences that exist.
Transitioning well at this level requires an understanding of the nuances shared and unshared
with student learners.

Mentoring as an Intervention for Transition
Roth et al.’s (1998) study took a critical look at programs that promoted youth
development in developing “competent, engaged, and responsible adults” (p. 424). Some of
the programs targeting mentoring with a “prescribed set of sessions designed at avoiding
risk-taking behaviors, resistance of peer pressure, and planning for the future have been
successful” (p. 440). Grossman and Rhodes (2002) define mentoring as a structured and
trusting relationship that brings young people together with caring individuals who offer
guidance, support, and encouragement aimed at developing the competence and character of
the mentee. Mentoring has the potential to allow mentors to share challenges faced and
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strategies to overcome them, model trustworthy behaviors, and seek opportunities to watch
growth and development in the mentee (Lipton, Wellman, & Humbard, 2004).
Mentoring has also been used to promote educational or career advancement for
historically unrepresented students (Girves, Zepeda, & Gwathmey, 2005). Effective
mentoring, as noted by Jacobi (1991), identifies the reciprocal benefit in support, role
modeling, and lasting relationships that not only helps the students being mentored, but also
helps the adults or older peers who build trust, commitment, and goals with other individuals.
Gurian (2009) defines mentoring as gaining sacred trust, giving guidance, and teaching a
young seeker to expand on these skills. Mentoring is also an effective prevention program
because it promotes resilience in youth (Marshall, 2001). A mentor helps his or her mentee
set goals and standards and to develop the skills necessary to succeed. Against the odds, these
unlikely pairs of strangers come together, crossing class and, in many cases, racial and ethnic
divides for the explicit purpose of developing a lasting relationship (Spencer, 2006). It is an
intentional process that is supportive, nurturing, and protective. It provides orchestrated or
structured experiences to facilitate growth. A mentor provides constructive criticism yet
allows room for risk and failure (Girves et al., 2005).
Mentoring programs offer students an opportunity to be held accountable
academically and to begin developing social relations with their peers. The end result of
being mentored is that students can help the high school reach and maintain high academic
standards (Nykaza, 2009). Lee, Smith, Perry, and Smylie (1999) also found that additional
social support through mentoring related to a one-year gain in reading and math, and in
schools where strong social supports were present, gains of 1.42 grade equivalents in reading
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and 1.67 grade equivalents in math were demonstrated. The identified social support of
mentoring drives interventions to improve learning, social growth, and academic
achievement.
Jekielek, Moore, Hair, and Scarupa (2002) explored mentoring, note the increased
popularity of mentoring to assist at-risk youth and difficult children, and wonder if these
programs actually work. Their study completely researched 10 youth mentoring programs
nationwide and locally. The foundations of mentoring varied, according to his findings, but
were deeply steeped in a children’s need for caring adults in their lives. Through these
sustained relationships, children learned and enhanced skills, built self-esteem, and better
understood self-control. The mentoring relationship often provided emotional support, advice
to the young person, and guidance about all types of questions or concerns. These were often
issues that could not be addressed with parents. Mentoring, as Jekielek et al. found through
experimental methodology completed through evaluations, has three major impacts critical to
the success of at-risk individuals: educational achievement, health and safety, and
development of social and emotional growth. Understanding that educational achievement,
health, and social development can be monitored in mentoring programs appeared to be a
process to be researched to understand the perceptions of the students involved.
Several mentoring types exist: traditional mentoring involves one adult to one young
person; group mentoring consists of one adult to up to four young people; team mentoring
results when several adults work with small groups of young people; and peer mentoring is
established when a caring youth mentor of a similar peer group becomes the mentor; and e-
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mentoring through technology also exists (“Mentor,” 2009). To determine mentoring’s
impact on transitioning, this study focused specifically on peer-to-peer mentoring.
Ideally, as mentioned earlier, there are several types of mentoring available presently.
Anastasia et al. (2012), DuBois et al. ( 2002), and Rhodes (2007) profess to using ementoring, school-based mentoring, or community-based mentoring but established the
importance of training the mentors and providing ongoing support throughout their
association in the program. Based on the school transition needs this researcher wished to
study and the specifics of understanding whether the school intervention worked, schoolbased mentoring was chosen to study, specifically Link Crew for middle to high school
transition. When again comparing the focus on mentoring between the school-based and
community-based programs, community-based programs appeared to focus on the
interventions for “at-risk” children and youth (Evans 2000). Evidence suggests that both
community-based and school-based mentoring programs contribute to a range of positive
outcomes for youth participants (Pryce & Keller, 2012). The school-based mentoring
programs focused instead on what happens for students in the school setting, and results can
be monitored and analyzed to inform administers and educators of the overall impact.

The Mentor’s Role
Since ancient times, mentors have been described as socially capable and
knowledgeable individuals who develop protégés by sharing their wisdom. The Greek
philosopher Mentor provided wise tutelage to Telemachus when his father Odysseus was
away on his adventures. The ancient Greeks considered effective mentoring to be grounded
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in ethics, relationships, and logic (Sosik & Lee, 2002). As role models, mentors exhibit
behaviors that are needed to achieve success at a given task, and they impart knowledge on
how to succeed in life (Harris, 2013). A mentor also attempts to build connections with a
student to increase self-efficacy and to guide and move that student toward personal academic
success and greater progress after leaving the school setting (Hoyle, Marshall & Yell, 2010).
Beier, Rosenfield, Spitainy, Zansky, and Bontempos (2000), additionally define a mentor as
someone whom the young person trusts. The adolescent must believe that the person really
cares, is there to help him/her, and will treat him/her with respect. The mentor must have
competence, know something that the youth does not know, and be able to share that
knowledge (Girves et al., 2005).
Hoyle et al.’s (2010) views of mentoring establish that the program should be focused
on primary behaviors deemed inappropriate and work done with the mentors to reduce the
negative behaviors. More specifically, mentoring programs that promote social and emotional
learning focus on self-control of behaviors and emotions; self-efficacy; effective coping
strategies; perspective taking; empathy; interpersonal problem-solving; conflict resolution;
decision-making; and positive connections to school, family, and to other adult role models
and may address behaviors that impact student learning (Durlak et al., 2007). In the
mentoring relationship is an opportunity to create partnerships and contribute to the
development of a learner. Harris (2013) completed a mixed-method study to identify a
mentor’s role and identifies seven themes of essential roles: providing encouragement,
providing guidance, advising mentees, teaching mentees, listening to mentees, being a role
model, and providing support.
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By tying the need for school-based intervention support to mentoring for improving
school transition, school administrators have an opportunity to influence students who are
experiencing developmental changes and set changes and new schoolwide expectations.
Attempting to learn if students’ self-efficacy is impacted and affected by the intervention is
the importance of researching this topic more.

The Case for Peer Mentoring
Although community-based mentoring is available, schools tend to focus on resources
within their own setting to meet the academic and social developmental needs for their own
students. Karcher (2008a) examined the emergence and importance of peer-to-peer
mentoring programs aligned with younger grades in the school setting. The research reveals
simultaneous benefits for both mentors and mentees in which leadership and connectedness,
self-esteem and academic achievement are improved. When mentoring programs are focused
on ongoing training for mentors, problem-solving skills, and discussions about the high
school experience, mutual benefits occur for emerging leaders, and confidence builds for
mentored students (Dopp & Block, 2004). Yet good mentoring (similar to good writing and
good teaching) should not be seen as a product solely of talent and goodwill or something the
lucky stumble upon. Mentoring is instead being an ambassador among one’s friends,
colleagues, and institution, which is not a natural state (Reid, 2008).
Because academic, behavioral, and emotional difficulties often result during
transitions from elementary school to middle school, peer-mentoring programs have been
implemented to help resolve these problems (Gensemer, 2000). Cross-age tutoring was
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observed to have a cost-effectiveness ratio approximately four times that of reducing class
size and increasing instructional time (Gensemer, 2000). Because students are used to mentor
students, there are fewer costs for paying teachers to work past contractual times and an
increased focus on building student leadership skills. Cross-age mentoring programs are peerhelping programs in which high school students serve as mentors to younger children
(Karcher, 2009). Peers can be selected and trained by professional school counselors in the
areas of communication and helping skills through a carefully planned peer-helping program.
Peer helpers increase the services of the school counseling program in an outreach function
and are an invaluable part of a comprehensive school counseling program (ASCA, 2008).

Peer Mentoring and Peer Modeling
A peer-mentoring program provides a safe place in which students can share, learn
from, and guide each other through experiences (Koltz, 2013). Koltz further believes that
educating older students on helping skills and goal-setting is beneficial to adhere to in a peermentoring program to promote positive youth development.
Eisen (2001) clarifies her belief that mentoring and peer partnerships differ. Peerlearning partnerships are reciprocal helping relationships between individuals of comparable
status who share a common or closely related learning/development objective. Easily
overlooked because they tend to occur outside of formal educational settings, peer
partnerships are also frequently confused with mentoring. Mentoring relies on a one way
flow of knowledge and advice from the mentor to the protégé, making it a less dynamic
process and one that is limited by the overt power issues inherent in its characteristically
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hierarchical structure. Peer modeling can alter efficacy beliefs through the influence of social
comparison, which boosts individual appraisals of their own capabilities (Bandura, 1997).
According to Gurian and Stevens (2005), one of the single most impressive cures for
lack of motivation to learn among students is consistent contact with an educational mentor.
As students attempt to be independent, they often desire to learn and hear from individuals
who have shared recently in their experience and may negate the influence of parents,
teachers, and administrators. Peer mentoring describes potential benefits for the mentor and
the mentee. By learning the social skills that they, as mentors, can teach to the younger
children and by experiencing increased connectedness to culturally different peers after
serving as peer mentors, the mentors can acquire knowledge, attitudes, and social skills that
may help them better understand and respect self and others (Karcher, 2009).
In adolescence, students need to have vivid emotional experiences in solving the real
moral problems that confront them. This can be encouraged by arguing issues out with each
other without adult control (Bernstein et al., 1988). Students in peer mentoring are all able to
challenge certain ideas with the support of individuals close in age. Educating older students
on helping skills and goal-setting would be beneficial to adhere to in a peer-mentoring
program to promote positive youth development.
Karcher (2005) indicates that “the fastest growing youth mentoring model is schoolbased mentoring involving cross-age peer mentors” (p. 3). It is not deemed as different from
mentoring but as a type of mentoring that may be more beneficial in a school setting because
there are other peer interventions, such as peer tutoring, peer helping, peer counseling, and
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peer mentoring, yet peer mentoring focuses on structure, length of time, and one-to-one
relationships.

Qualities of an Effective Mentoring Program/
Linking Self-Efficacy Needs
Depending on the goals of the mentoring program, there may be different expectations
of the program’s impact on learners. The most important goal is to learn what those perceived
qualities are for an effective mentoring program to be replicated and useful for others. The
Healthy Kids Mentoring Program designed for fourth-grade students at a midwestern
suburban public school consisted of four components: (1) relationship building, (2) selfesteem enhancement, (3) goal setting, and (4) academic assistance (tutoring). Mentors met
with students twice each week for one and a half hours each session on school grounds. This
program focused on adult-to-student mentoring, and students reported qualities of improved
self-esteem, school connectedness, peer connectedness, and family connectedness based on
pre- and posttest results (King, Vidourek, Davis, & McClellan, 2002). Stader and Gagnepain
(2000) also studied peer-to-peer mentoring and reviewed a mentoring program at a high
school in place for 10 years. Their reporting indicated that the power of the peer relationship
was based on having a strong selection and training program in place.
To guide the framework of this study and the research behind it, mentoring had to be
looked at through the lenses of impact. What exactly did the peer-to-peer mentoring do for
students and what did the intervention mean for the students and school officials choosing to
try this intervention? Does the mission of the program also attempt to improve student selfefficacy or have other intentions? Accordingly, Bandura (1977) demonstrates the power of
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one’s beliefs over one’s current ability in explaining performance to describe self-efficacy.
Since its inception, this premise, known as self-efficacy, has driven lines of motivational
research that have deepened understanding of the relationship between confidence and
performance (Igo et al., 2002). Do students entering transition have the confidence and selfefficacy to meet the differing demands at the new school site? How do educators know how
students are doing if they are never asked? Therefore, perceptions of the experience must be
studied to better answer questions regarding program goals and learn if self-efficacy is
impacted through the intervention of peer-to-peer mentoring.

Perceptions of Effective Mentoring
Wilkens (2008) studied student perceptions of effective mentoring programs, and
mentees and mentors noted six components, including (1) being relationally intentional, (2)
being transformative, (3) allowing for student leadership and voice, (4) attending to gender
differences, (5) being developmentally appropriate, and (6) being purposeful and goal driven.
Other researchers identify additional suggestions for effective mentoring programs. Lipton et
al. (2004) suggest that mentoring programs should maintain (a) learning opportunities, (b)
relationship builders, and (c) additional support that includes encouragement. Girves et al.
(2005) identifies structured mentoring programs in academic settings as necessary. Programs
must be structured to set goals in the school and determine how these goals are to be met. To
ensure access in mentoring relationships, these structured programs provide support and
resources that foster productive relationships and recognize and reward the efforts of those
who participate in mentoring activities. Additionally, Sprague (2007) indicates that local
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districts should compare the stated goals and objectives of a peer-mentoring program to their
own goals, objectives, and hopes for the outcomes of peer mentoring on student and school
performance.
Mentoring can have both positive and negative results for the involved mentees.
Marshall (2011) notes positive responses to mentoring from mentees, including having (a)
trust, (b) fun, (c) friendship, (d) activities, (e) common interests, and (f) an academic and a
moral support system. Some negative experiences about mentoring include (a) meeting
conflict times, when the student had something else that needed to be completed at the same
time that mentoring time took place; (b) negative connotations believed when others found
out students had mentors and thought something was wrong with the student; (c) a fear of
disappointment; (d) inconsistency; and (e) lack of input. Gupta, Jindal, Gulati, Sarpal, and
Walia (2013) determine that the strength of the mentor-mentee relationship stems from four
factors: (1) a belief in the mentor, (2) trying to follow the advice of the mentor, (3) the older
age of the mentor, and (4) regular contact with the mentee (sending letters, e-mails, phone
calls. etc.).
Additional research conducted by Odell and Huling-Austin (2000) suggests that a
framework be established to create an effective mentoring program. The mentoring
framework needs to share an underlying purpose, a refining of that purpose, adoption and
communication of that purpose with students, and utilization of program practices. This
includes a focus on the mentor selection, criteria and process, pairing of mentors, mentor
preparation, and the content included for training/development. In the greater scope of
mentoring-program effectiveness, the authors suggest that even the program administrators
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and coordinators should have a strong evaluation criteria and develop roles to understand their
impact on the effectiveness of the entire program.
Karcher, Nakkula, and Harris (2005) found that mentoring literature reveals that a
child’s disposition is but one of several mentoring match characteristics that contribute to the
quality of the mentor-mentee relationship. Identifying which mentoring match characteristics
or combinations of them contribute most to mentors’ perceptions of relationship quality could
help mentoring program coordinators facilitate the programs more effectively. Additionally,
Karcher et al. identify five characteristics toward effective mentoring, which include (1)
mentor self-efficacy, (2) program quality, (3) parental involvement, (4) mentee support
seeking (the mentee’s disposition for need), and (5) the mentor’s perception of long-term
sustained relationship. The researchers used 33 high school-aged mentors from a rural public
school in the midwest. All were Caucasian, and 23 were females in the sample. The 33
mentees were all Caucasian with 14 being female and coming from low to middle
socioeconomic backgrounds. The Match Characteristics Questionnaire (MCQ, 1999) and
additional measurements found that the mentees’ experience of empathy, praise, attention,
and of feeling that they mattered to their mentors was predicted from the mentors’ initial selfefficacy. This suggests that mentors who were more efficacious early in the match were
indeed better at helping their mentees experience support and importance.
An important factor in quality mentoring programs surrounds the efforts to learn about
the mentors and mentees initially before matching them together. Pomeroy and Steiker
(2001) indicate that a mentor may have no direct control over a mentee’s work but, instead,
may possess character traits, knowledge, or behaviors that a mentee desires to emulate. A

44
mentee may see desired characteristics in a mentor that make it worth following his or her
directions or example.
Pittenger and Heimann (2000) identifies effective mentoring, involving positive role
models, self-efficacy skill development, good interpersonal skills, effective communication,
and active listening. Love (2005) shares the leadership traits identified in mentors and adds
compassion, authenticity, confidence, courage, and humility as traits for an effective
mentoring relationship. In Love’s research with former practitioners turned mentors, the
former mentees spoke about strong involvement and commitment, “one who was there to help
them with transition, and be like a friend, one you could ask any question” (p. 18).
By identifying both the strengths and concerns for mentoring, programs can adjust
designs and better meet student expectations for better school transition. Some mentoring
programs do not work. First, simply being aware of the possibility of personality or values
mismatches may aid in understanding why some mentoring relationships do not work. As a
more systematic approach, measures of both personality and work values could be used
within mentoring programs to increase the success rate of mentoring pairs (Lee, Dougherty, &
Turban, 2000). Because the research has focused on desired programmatic outcomes,
assumptions are often made around the infusion of trust, mutuality, respect, and empathy
(TMRE) somewhere in the relationship-building process (Anastasia et al., 2012). It is the lack
of a mentee’s perception in shared research that supports the need for additional study and
research regarding how mentees believe mentoring is impacting their ability to transition best
in school settings and learning if self-efficacy was impacted.
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Need to Research Deeper for Mentees’ Perceptions
The research has been quite brief and tied specifically to the mentor (e.g., benefits of
mentoring, the impact mentors believe they have on mentees) and less to the mentoring
relationship (Knoche & Zamboanga, 2006). The literature supports that a relationship should
allow for a partnership to be formed and a belief of self to emerge for those who are
mentored. In every aspect of their lives, individuals make decisions that reflect their personal,
social, political, aesthetic, and economic desires. As such, these decisions reflect their
aspirations and ideals, as well as their compromises. Mentees may be able to assist in
identifying the desirable characteristics of a mentor, suggest which processes worked or did
not work as mentoring took place, and suggest other components ideal for a quality mentoring
program. During the research of the topic, the mentees’ perspectives was limited and helped
to guide the research questions in understanding the perceived impact of a mentoring program
and what administrators might need to know when considering the transition of learners into a
new school environment.
The purpose of educational design is to provide a framework for teaching young
people the skills needed to become active and inform participants in planning and shaping
their world (Lee, 2012). A peer-mentoring program provides a systematic process in the high
school setting to teach the behaviors and expectations. Connecting or creating peer-to-peer
reciprocal learning builds a foundation for mentoring as an instructional strategy to establish
rapport, construct belief systems, and set personal goals for students in the educational
environment and something that can impact educational interventions and build understanding
of a process used for school transition.
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Determining which factors should be replicated based on the mentees’ perspectives
should be studied to identify which actions support students with the transition process, how
they are impacted, and whether they can be replicated for other students experiencing
transition. Did the mentees view their mentors as important to their success in transitioning to
high school, and did they continue the relationships after the mentoring experience? Was the
mentor readily available to them for support and knowledgeable about high school classes and
the overall high school experience, or were those attributes not seen by the students? By
understanding the experiences of a group of freshmen, educators may learn how other
freshmen nationwide experience and understand their transition to high school and determine
if peer-to-peer mentoring would be a worthwhile intervention. What is most unique and
interesting in this study in learning the perspective of young adults who oftentimes believe
they are hidden and unheard?
Wilson (2002) continues to speak to the need for student voice by indicating that
active participation is about students being active, taken seriously, and listened to and doing
work of consequence. The notion of student voice is fundamental to deep participation. In
addition, because teacher expectations limit student success in school, the very voices that we
need to learn from are not heard or reviewed (Segedin, 2012). Research specific to listening
to mentees’ voices continues to be limited, and the high school freshman learner can inform
the entire school system on transitional needs as they enter the new school setting.
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Summary
This chapter reviewed the literature surrounding middle school to high school
transitions and the challenges of not transitioning well as a long-term impact. The chapter
asked which specific factors assist mentees with transition and builds into how the study is
organized in Chapter 3 to learn more about the Link Crew program conducted at the high
school level for ninth-grade students entering transition.

CHAPTER 3
RESEARCH METHODOLOGY

Introduction to the Problem
Transitions to new school settings have demonstrated challenges for some students.
Research has shared concerns with learning the new expectations, new roles and
responsibilities, and even more challenges adjusting when experiencing adolescent changes.
Depending on the grade-level transition, the difficulties differ. For the elementary-level
students, transition is described from the anxiety for parents and students entering a new
setting. Yeom (1998) describes this transition from kindergarten to elementary by noting the
distressed youngsters who move from a warm, caring child-centered kindergarten to a
potentially more intimidating and less flexible first-grade classroom. In addition, Sink,
Edwards, and Weir (2007) share potential transition stressors at this age level: “Given that
kindergarten and first grade have, to varying degrees, disparate educational structures,
processes, and curricula, young children often experience significant challenges during the
transition process” (p. 1). Sink et al. suggest that counselors be used to help minimize the
challenges by recognizing the potential stressors and offering services and interventions
involving all stakeholders, including the children and parents.
Smith (2006) studied the impact of transition from middle school to high school and
notes potential concerns for academic and achievement losses and potential impact on college
outcomes. Smith (2006), Morgan and Hertzog (2001), and Mizelle (1999) all highlight the
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importance of transitional programs that have discussed demanding curriculum, safety, and
discipline and have committed the collaboration of the eighth- and ninth-grade staff members
to better ensure smoother transitions for learners. Smith’s findings continue to look at the
importance of this transition and the potential impact as students continue their education.
The results of the study revealed that achievement loss during the transition from
middle school to high school was associated with first college attrition for a nationally
representative sample of high-achieving eighth graders in the United States. Although
high-achieving students were less likely to leave their first college than the non-highachieving students in the overall sample, achievement loss in high school transition
was a strong predictor of high-achieving students subsequently leaving college. The
findings point to the importance of understanding academic transitions. (Para. 25)
Concerns include high school dropout rates, students underperforming in the high
school setting, and the impact on later statistics when not contributing to society. Therefore,
school administrators and educators have sought methods to address these concerns and better
assure students’ smooth transition to the high school setting, so that they can emerge with
stronger skills that assist them to achieve better grades and preparation for college and
careers. Mentoring has been identified as a possible program to increase self-efficacy and
assist students with learning new skills. Specifically, peer-to-peer mentoring has been
reviewed as a potential intervention at the high school level due to the closeness in age
between mentees and mentors.
School administrators have the ability to monitor the mentoring program on the school
site; recommend program design, mission, and goals; and to identify, choose, and train the
specific mentors they choose to have working with new ninth-grade students. By studying
and reviewing the peer-to-peer mentoring program by program-end surveys or soliciting input
from those involved, it becomes possible to understand the process with incoming students
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year after year and learn if the program impacts transition, self-efficacy, grades, and
motivation to remain in high school through completion. With the concerns noted for
transition, this study focused on looking at the intervention of mentoring during transition.

Purpose Overview
The purpose of this qualitative study was to identify students’ perceived thoughts
about the quality of a mentoring program, qualities of mentors, and perceived changes in
mentees after involvement in a program called Link Crew. Link Crew is an established peerto-peer mentoring program at the school, conducted with freshmen students at a midwest
suburban public high school. Link Crew is a high school transition program that welcomes
freshmen and makes them more comfortable throughout the first year of their high school
experience. The program is built on the belief that students can help students succeed.
Boomerang Project’s high school transition program trains mentors from the school’s junior
and senior classes to be Link Crew leaders. As positive role models, Link Crew leaders are
mentors and student leaders who guide the freshmen to discover what it takes to be successful
during the transition to high school and help facilitate freshman success (“Boomerang
Project,” 2014).
News articles across Illinois and the United States have surfaced with reports of the
Link Crew being used to assist with school transition. Bartlett High School started a
freshman orientation program called “Link Crew.” Upperclassmen were trained in specific
activities and mentoring techniques to help freshmen and new students transition to high
school. New students are paired with upperclassmen for several events throughout the school
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year. The school focused on improving student achievement, and staff and students were
trained in “Hawk Resolution,” a conflict resolution program (“Bartlett High School,” 2003).
Naperville District 203 also noted the importance of school transition and placed
budget support in prioritizing the need for the Link Crew. School officials saw the program
as one that organizes groups of upperclassmen at each high school to help freshmen transition
to their new environment and that is in line to receive funding in next year's budget.
Naperville North and Naperville Central have been finding money for the transition program
Link Crew for the past several years even though it was never allocated. Now the district
proposes dedicating $18,000 toward the program to pay for t-shirts, pizza parties and stipends
for faculty sponsors (“Superintendent: District 203,” 2015).
Additionally, West Valley High School in West Virginia initiated Link Crew not only
to help incoming eighth graders form an idea of what high school is like but also to introduce
them to the culture and expectations of the high school they would soon attend. On the
“Eagle for a Day” held before the school year started, eighth graders were paired with juniors
and seniors to attend classes and have lunches with them (Leinberger, 2013).

Program Description
At the high school studied, students in 10th and 11th grades were identified for the
Link Crew program through an application process. Potential mentors were asked to
complete applications regarding their interest in serving as a mentor for the following school
year. This application contained three parts: questions pertaining to leadership qualities,
understanding why students wanted to serve as mentors, and a follow-up interview with
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teacher sponsors. When a student had been chosen to be a Link Crew mentor, he/she was
trained in the spring with teacher leaders on program goals, working with students, and
building trusting relationships through activities and group discussions.

Demographics of the Community
The targeted high school was located in a suburban community, about 35 miles
southwest of the city of Chicago. The school district had seen tremendous student enrollment
growth in the last 20 years, with enrollment increasing from five school campuses in 1990 to
currently serving 28,910 students at 30 school campuses (17 elementary, 7 middle schools, 4
traditional high schools, an alternative school, and an early learning center) in 2012. The
district serves students from a 64-square-mile area encompassing parts of Chicagoland
suburbs and unincorporated surrounding counties. In 2010-11, the district was one of the
largest public school systems in Illinois. Each of the participating school communities in the
district service low- to high-income families, and some parts of the school district could be
described as rural. The high school chosen for the study services over 2,300 freshman,
sophomore, junior, and senior students and opened in August 2001. Due to the rapid
enrollment increases, the district encountered significant cultural changes within schools and
the community. In an effort to identify the school culture in this high school, programs such
as Link Crew were established to help students from two or three middle schools adapt to one
larger high school environment.
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Program Description and Selection of Mentors
Prior to interviewing students, informal conversations with school administrators and
counselors occurred so the researcher could learn more about the purpose and intent of the
Link Crew mentoring program. This background knowledge assisted the researcher in
understanding how the program was developed and the rationale from school officials for
establishing this program. To gather additional information about the mentoring program and
its overall purpose, the researcher met with the building’s new assistant principal and a
counselor prior to meeting with students.
The new assistant principal shared program details that included having two teachers
who had served as Link Crew staff leaders and selecting mentors in the spring. These
teachers communicated with previous sophomore and junior students about completing Link
Crew applications to become mentors to the freshman-class mentees. The researcher received
copies of the application materials and criteria for selecting student mentors. Additionally,
the following questions were posed by the researcher with the administrator and counselor to
better understand the program.
Questions during these informal conversations included:
1.

How were students identified for participation in the program?

2.

What were the factors for consideration?

3.

Was consent needed or requested from parents, guardians, and high school

participants?
4.

Did the program meet the expectations, and were there any unexpected

benefits or concerns?
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5.

What did the actual mentoring program look like?

6.

How often did participants meet and where did they meet?

7.

What goals did students and mentors have of the program?

8.

What final results were seen from the existing mentoring program and would

you recommend continuing the program?
Overall, the program was viewed by the assistant principal and counselor with mixed
reviews after its first year. They shared that although some students appeared to participate in
mentoring sessions, others did not and apathy was noted through passive participation in some
mentoring sessions. The program had been started the previous year by another assistant
principal. A new assistant principal had been hired, and the two designated Link Crew
teachers were now implementing a program that was in its second year at the school when the
study occurred. The transition from one assistant principal and new teachers could have
impacted program goals, but the new personnel involved continued processes established in
the first year of implementation and made minor changes.
The Link Crew goal was to have two to three student mentors assigned to 10 to 20
freshmen. The program’s goal was to mentor all incoming freshmen, familiarizing them with
transitioning to high school, helping them understand school routines and procedures, and
discussing processes to help students improve their academics and social culture (i.e.
homecoming dances, spirit weeks, etc.). A secondary goal was to improve the overall school
climate by creating student leaders. Student leaders who were upperclassman, communicated
with freshmen about final exams, grading, and high school teacher’s expectations. Interested
student mentors were informed that the process for selection included completion of the
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application, a personal interview, and teacher recommendation or self-selection. During the
selection process, student mentor candidates were asked to define three positive attributes
about themselves, explain how they were selfless, and recount stories about their high school
experience. Finally, mentor candidates were asked to share perceptions of the current high
school culture and how they could influence change.
Training sessions for the mentors began in May before the start of the new school
year. Prior to the new school year, selected mentors developed activities to be used with
students during freshman orientation. During this mentoring experience, students were placed
with assigned mentors based on last names. All students entering the ninth grade were
automatically assigned to a mentor, and over the course of the year, mentoring sessions with
specific activities continued to strengthen the mentoring relationship.

The Link Crew Program
Mentees were pulled once a month from study hall to work with 11th or 12th grade
mentors. The mentors and mentees could also eat lunch together and use the specific
mentoring sessions to meet and discuss challenges the mentees encountered in high school.
Mentees were pulled on days assigned by the counselor and met with the mentors in
classrooms near the study-hall location. After attendance was taken in the study hall, students
went to the sessions and had a predetermined lesson with their mentors, who outlined key
topics (e.g., study skills, managing time, and preparing for final exams). The sessions lasted
from 30 to 45 minutes and had a common lesson for each month. With additional information
from mentees on the second interviews, students shared that lessons focused on general
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themes and not solely on school-related topics. Two mentees who had been interviewed in
this study later served as mentors for the program during their junior year. They shared
insight about the changes since they had been mentored and believed that the program
allowed mentors and mentees to be closer and form stronger relationships.

Program Goals and Identification of Mentors
The mission for the Link Crew mentoring program at the school was to mentor
freshmen and to make them more comfortable with their transition and improve the culture of
the school. The program also aimed to locate mentors who were motivated, creative, selfless,
and genuinely interested in making the high school a better place for freshmen and the entire
school body. Students could be self-nominated or teacher-nominated in the application
process. Students additionally had the choice of sharing a video for consideration for
involvement in the selection process. The application form asked the students to identify
three words to describe them, activities in which they were involved, and the extent of their
involvement in the program. The application asked further questions to learn why each
student believed that he/she would be a great addition to the mentoring program and to give
one example of something he/she had done to make the school a better place. A final
question posed in Part 1 of the application attempted to learn what the potential mentor
believed was the most important mission in helping freshmen to be successful and how he/she
would implement the ideas.
The second part of the application elicited adult references to determine those in the
school who had seen student leadership qualities in action. Each adult was to identify his/her
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role and name and signature agreeing to the potential mentor’s leadership capabilities. The
third part of the application had potential mentors choose among essay options to address one
of three concepts: (1) “explain your vision for the Link Crew,: (2) “explain the impact/legacy
you would leave in Link Crew,” and (3) “explain what embodies a leader you would like to
emulate and why.” Illustration was allowed as well as written words for this essay portion to
be reviewed. If a mentor candidate chose illustration, he/she could create a one-minute or less
video to answer one of the same questions above, identifying his/her first and last name and
sending it to the sponsor teacher’s email by a specified date.
Prior to joining the program, students were informed of some of the initial
commitments in the program through shared dates. A May development date was required for
initial training; a Link Crew leader training was scheduled in late July and August for two full
dates, from 8:30 am to 1:30 pm; and students were to be involved in the freshman orientation
in mid-August, as well as on the first day of school and throughout the school year. Parent
signatures identifying the awareness of the responsibilities and time commitments was also
needed for Link Crew leaders, and a commitment to attend these dates was the final portion of
the application.
These trained mentors then met with new ninth-grade students at freshman orientation
and guided group and mentoring activities. Mentors continued to meet with their assigned
mentees during the school year in discussion groups and lunch meetings to address
information shared by program designers.
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Purpose of the Study
The purpose of this study was to investigate how students who have been involved in a
mentoring program talk about and discuss their experience. This qualitative study collected
data from 11 students in April 2013. Students had been involved as mentees in the program
as ninth graders in 2012-13 and were 10th graders at the high school when the interviews were
conducted. Data relevant to the students’ perceptions were shared or gathered through
individual interviews conducted at the high school. The high school environment provided a
structured setting for the researcher and each student. This chapter presents the study’s
research questions, design, analysis, and methods.

Research Questions
Research questions were designed to learn more about the student mentees. The
interview started with “getting to know you” questions, moved to learning more about the
student as a middle school learner compared to how he/she presently saw him/herself as a
high school learner, and finished with questions about the perceptions of the mentoring
experience. Students shared what they believed the mentoring program was designed to do,
how it worked, and what was and was not beneficial. This study was based on the following
research questions:
1.

How do students talk about and discuss their experience in the Link Crew

mentoring program?
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2.

What implications do students’ assessment of their mentoring program offer

school leaders in considering mentoring as an intervention strategy to address school-level
transition?

Research Design
Qualitative research consists of a set of interpretative material practices that make the
world visible (Mertens, 2005). Because each respondent is expected to provide a great deal of
information, the qualitative interview study relies on a sample much smaller than the samples
of a survey study (Weiss, 1994). In an effort to identify mentored students, the researcher met
with the assistant principal of the school to discuss the study and determine a way to identify
an interview population and talk to former mentees. The researcher was aware that Link
Crew occurred at the study school that prior year and was interested in hearing from those
students who had been mentored. The assistant principal confirmed a scheduled time to meet
with a counselor and current 10th-grade students in study hall who would report to the
auditorium to hear about the study and potentially become participants. The students learned
about the study that would be conducted at the school site and the process of using individual
interviews to learn about perceptions of the students who had been mentored.
The 11 student interviews comprised a small sample of the 120 initial 10th-grade
students who met with the researcher in study-hall sessions to learn about this study. Students
were identified by turning in the required parental consent and student assent forms discussed
at the initial meeting. The interview responses were based on the students’ perceptions of the
mentoring program and allowed the students’ voices to be heard and the researcher to gain a
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better perspective through the interview process. The nature of the one-on-one interviews
allowed the researcher to ask specific questions (see Appendix A), elaborate on responses by
asking more in-depth questions when more clarification was needed or the student shared
solely a yes or no response, actively listen to responses, and clarify themes presented for the
collection of research data.

Preparing for Interviews
Another district high school initiated the Link Crew program in 2010-11 prior to this
study’s identified school’s adoption of the program. As a process leading up to the research
interviews, the researcher conducted pilot interviews with four high school juniors from
another high school in the district not involved in this study. The pilot study contacted by
mail former mentee students who had been involved in the Link Crew program and asked for
interviews to be conducted for the researcher to practice questions and determine potential
usage in the final research.
Four students responded to the letters, and the researcher conducted individual
interviews at the high school Student Service Office. One African American female junior,
one White sophomore male, one White junior male, and a White female no longer attending
the high school but now attending a private science and math academy agreed to meet and
answer questions. Chenail (2011) recommends a pilot study before conducting interviews to
identify potential bias from the interviewer and further explains the importance of pilot-study
interviews to address the following potential concerns, (a) personal feelings arising, (b)
developing greater appreciation for sharing deeply on a topic, (c) making overt perspectives
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that bias the researcher, (d) learning the value of patience when questioning, (e) gaining an
appreciation of being heard and not being heard, (f) appreciating the vulnerability of
participants, and (g) identifying a priori assumptions about the participants. Researchers may
have bias initially when interviewing participants. Over time and with practice, a researcher
should gain control over these identified potential concerns through practice and
understanding of these potential concerns.
These initial pilot questions helped to frame the final questions developed for
Institutional Review Board (IRB) consideration and to address the seven types of potential
interview concerns noted by Chenail (2011). Those interviews allowed the researcher to
develop questions that avoided leading the interviewee and sought their honest responses.
Patton (1990) speaks to questions that are developed to give interviewees a hint to the
desirable answer an interviewer wishes to hear. Hosting these pilot interviews allowed the
researcher to avoid this bias. Additionally, in the spring of 2011, the researcher took a
qualitative workshop and conducted practice interviews with elementary school teachers in
her district to work on questioning, pacing, allowing those participants to answer, listening
actively to their responses, and determining if clarifying questioning were needed to have
interviewees expand on their responses.

Research Process
The researcher worked with the Northern Illinois University IRB to complete the
necessary application to work with student subjects in the fall of 2012. Additionally, the
researcher completed the required National Institutes of Health (NHI) Office of Extramural
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Research Human Subject online training on June 3, 2012 (see Appendix B). The pre-IRB
approval process also included sending in copies of the student questions (see Appendix A),
letter to the principal (see Appendix C), student recruitment letter (see Appendix D),
interview student assent letter (see Appendix E), and interview student and parent consent
letter (see Appendix F). The IRB approved materials for an expedited study regarding
questions of student perceptions of mentoring. An officially signed IRB letter of intent was
shared with the building principal, who agreed to have the study occur in the school. An
additional meeting was held with the current assistant superintendent of student services to
allow the study in the district and allow social workers and counselors to be utilized if
students needed additional support. After receiving both administrators’ approvals,
communication occurred with the high school assistant principal who identified a time to meet
with the students. An e-mail on April 17, 2013, with the assistant principal confirmed times
to interview students during lunch or a study-hall period and a short message was shared with
students reminding them of the interview commitment. (Appendix G).
A meeting was held with the 120 freshman students during study-hall periods to share
the research study being conducted. Details of the research were shared in 15-20 minute
conversations in an attempt to gain interest from the 120 students to then conduct interviews
from this population. Students were asked to turn in consent forms during the following two
weeks to the Student Service Office. After checking this location and sending several
reminder announcements, 11 students responded to the request to participate and had the
necessary forms and assent forms to continue with the process. This sample contained a
variety of genders, ethnicities, and school experiences of the involved students. Using
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grounded theory, the researcher used the collected transcribed data to build generalized
themes and ideas shared by students.
The interviews were audiotaped and videotaped using an I-phone operating system
(iOS). Pseudonyms were selected by the interviewees to maintain privacy and were used
throughout the data. The interview questions were used to learn about the participants, their
previous middle school experiences, and their academic and behavioral experiences as high
school learners. The initial questions led to learning more about the individual and then into
specific questions about the mentoring experience. In an effort to identify themes and ideas
presented in the student audiotaped interviews, the researcher contracted with Type It Up
transcription services, which included date and time stamp, speaker identification, and the
dialogue in written format for later review to understand student’s perceptions.

Development of Questions
The questions posed with students were constructed to solicit information about the
student. The initial 15 questions compared the students as they were currently in high school
to them as middle school students, interests, likes and dislikes in school including academics,
teachers, friendships, and activities. Beginning with Question 16, the questions became more
specific to the mentoring experience and solicited open-ended responses to thoughts and
perceptions about the program (e.g., what they remembered about the experience, their
mentor[s], what they learned and discussed). For analysis of the data, the researcher focused
on the results shared during transcription of answers to Questions 16 to 19 that identified what
mentees remembered, best and least favorite parts. Answers to Questions 22 through 25
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identified specifics from the mentees about their mentor(s), what they learned from the
mentor(s), how often they met, what they discussed, and if their decision-making was
influenced from their involvement in the peer-to-peer mentoring. Questions 28 through 30
focused on involvement influencing current decisions and choices, potential benefits, if any,
of being mentored, and potential recommendation to other students. Most questions solicited
detailed responses from respondents but asked only a simple question. If students had little to
share, additional clarifying questions were posed, repeating the question to elicit a deeper
response. By analyzing questions, specific answers about mentoring were shared, the
research questions were addressed, and follow-up research could be completed by another
researcher looking at mentoring perceptions to understand what elements of the program
demonstrated quality or what may have been missing for those involved.
Student Interview Participants/Sampling
Table 1 identifies the 11 students involved in interviews based on their gender, grade,
ethnicity, and race and their mentors involved in their mentoring sessions. The number of
mentors was typically one or two, but some mentees had more. Marissa explained that she
started with two mentors, but due to a study hall change, she received two more mentors for a
total of four mentors. Eleven students participated in the interviews, with four males and
seven females. Nine students were White, one was Asian-Pacific Islander, and one student
was Latina.
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Table 1
Mentee Demographics

Pseudonym Names
Marissa
Selena
Alejandro
Bear
CK
Danielle
Kendra
Isabelle
Larry
Delilah
Nicole

Current Grade
10th
10th
10th
10th
10th
10th

Gender
Female
Female
Male
Male
Male
Female

10th
10th
10th
10th
10th

Female
Female
Male
Female
Female

Mentee’s
Ethnicity/Race
White
Hispanic
White
White
White
Asian-Pacific
Islander
White
White
White
White
White

Number of Peer
Mentors
4
2
2
3
2
2
2
2
2
2
1

On April 3, 2013, 120 10th-grade students sat in 20-minute meetings during their study
halls to listen to information about the study, the plan to interview them, the researcher’s
position as a mandated reporter, and their steps to return required assent and parent
permission slips to the Student Service Office by April 12, 2013 (see Appendix D). Students
were told they would be asked questions about themselves and the mentoring program
through interview questions that would be coded anonymously to allow them to speak freely
about their thoughts and feelings and about the mentoring experience. Students were told that
the interview sessions could be before, during, or after school, in an office at the high school’s
Student Service Department, that they would be audiorecorded, and that interviews would
take about 30 to 60 minutes. Each group meeting consisted of 14 to 35 students, and a school
counselor in attendance and the perspective students each received a manila folder containing
the three letters.
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With the assistance of the Student Service secretary, the 11 students who responded
received personal contact to set up the one-on-one interviews. The students met with the
researcher during their lunches and study halls for about 30-45 minutes for most meetings and
up to an hour for the longest interview. Two to three interviews were conducted daily in the
Student Service conference room. Through the study, the researcher also found an additional
student from a parochial high school who had transferred to this school and had participated
in a similar mentoring program at her school. Therefore, 10 students had attended this high
school and had participated in the Link Crew mentoring program, and one had attended the
parochial school’s program, also offered at the ninth grade. The parochial program was not
Link Crew but was a mentoring program set up for freshmen new to the high school who were
mentored by adult teachers in the school.

Student Questions
Thirty-two reflective questions were designed to provide a better understanding of the
students, the mentoring program, and the perceived quality of the mentoring program. The
questions moved from general to specific to build trust in soliciting their responses to
understand their perceptions of the mentoring program. Krueger (1999) shares that starting in
this manner is advisable. One challenge in developing questions occurred when the
researcher realized that she might know some of the students and have an already-established
rapport. Glesne (1999) warns that forming friendships in interviewing may lead to sample
bias and loss of objectivity. Therefore, the questions were arranged in a manner that initially
opened with establishing trust by getting to know each interviewee as a person (knowledge
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questions) and then as a former middle school student (background questions), and these
questions were followed by questions pertaining specifically to the mentoring program and
the mentee’s perceptions (research-aligned questions). Additionally, mentees were asked to
skip any question that were uncomfortable or that they did not wish to answer.
In an attempt to build rapport with the mentees, initial interview questions also
addressed the mentee’s favorite subjects, teachers, and academic and behavioral choices
because it allowed the researcher to get to know the mentee as a person outside and inside the
school. Some mentees were quite involved in the school environment and activities, whereas
others found interests outside the school setting. Many times, the responses connected to the
school setting suggested a favorable experience or connectedness with school.
Students were open about family and their middle school teachers and relationships.
Some hesitation in responding occurred as many indicated that they had to remember some
incidents as they had occurred a year ago. Hesse-Biber (2010) discusses qualitative data
analysis as a type of analysis in which the researcher is the data collector and determines what
is listened to and discovered. The interview questions continued to address the research
questions and how students perceived the mentoring experience to learn if and how the
intervention worked for the students.

Finding Emerging Data
Qualitative researchers often generate huge quantities of text from interviews, focus
groups, observations, or document examinations. Transcription is one step that qualitative
researchers across the world take on their way to managing and analyzing recorded data
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(Matheson, 2007). Regarding credibility and trustworthiness in the data, Slone (2009)
recommends creating a picture that can communicate ideas, relationships, situational
dynamics, and other concepts in a qualitative dataset. It is up to qualitative researchers to
provide the pictures and triangulation of the data shared, through which the researcher shares
the findings.
When analyzing the qualitative data, the researcher reviewed repeated ideas shared by
participants to identify common ideas. Grounded theory developed by Glasser and Strauss
(1967) focuses on the generation of analytical categories and the identified relationships
among them. According to Bryant and Charmaz (2007), grounded theory design is arguably
the most common and popular qualitative approach. Through grounded theory, the grounded
theorist needs to identify important words or phrases and label them by using a suitable term
(Birks & Mills, 2011). Later, all collected data are classified into the corresponding
categories (Chong & Yeo, 2015). For this research, use of the transcription data served to
identify repetitive themes when students responded to interview questions and, more
specifically, to determine ideas they presented in response to the interview questions. The
data produced were created through the evolving responses shared by multiple respondents.
If the mentees repeatedly reported common themes that were shared by other mentees, these
themes were noted and labeled by similarities shared.

Data Analysis and Collection
The data for this study came from the student responses to developed questions. The
conceptualization of data is the foundation of grounded theory development. As students
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respond to questions, emergent themes begin to be heard and described by the researcher.
The essential relationship between data and theory is a conceptual code. Coding removes the
researcher from the empirical level by fracturing the data, then conceptualizing the underlying
pattern of a set of empirical indicators within the data as a theory that explains what is
happening in the data (Holton, 2010). From analyzing various themes emerging through
responses, the researcher was able to identify specific themes that emerged. Student
interviews were conducted as individual sessions to gather information from each individual
respondent rather than group thoughts, as seen in focus groups.
All interviews were audio- and videotaped for later transcription and identification of
presented themes. Through reviewing the transcribed interviews, the researcher noted similar
trends, repeated ideas, and responses to contribute to a collective view of perceived mentee
thoughts aligned with the research question of effective mentoring qualities and increased
self-efficacy. Each mentee’s transcripts were color coded to reveal patterns shared by each
individual. One color was noted for ideas shared and repeated in other transcripts when that
same idea was expressed by another mentee. The colors then emerged into ideas presented in
isolation and those that tied to Research Question 1 or Research Question 2 and were repeated
and shared by more than eight or more of the 11 respondents or 72% sharing the same
response.
Primarily, three colors emerged in the coding: first, yellow focused on what students
had learned over time through the mentoring experience and how these ideas tied to shared
ideas. Second, orange was used for the changes that had emerged for the mentees from
middle school to the present and what they saw as changes in themselves and areas of growth

70
and sometimes strengths. These ideas seemed to tie very closely to comments about beliefs in
their ability to do something well, closely tied to self-efficacy beliefs. Finally, pink was used
throughout the transcripts to demonstrate similar ideas about the mentoring experience and
qualities liked or disliked during the experience. By examining the responses from colorcoding system used in transcribed interviews and tying the responses back to the research
questions, three emergent themes were discovered.
Themes emerged from the student responses to the questions. Review of the student
transcription detailed a pattern of response aligned with the research questions by looking at
Questions 16 through 19, focused on the peer-to-peer mentoring experience; Questions 22 to
25, identifying involvement in mentoring and potential impacts in current decision-making;
and Questions 28 through 30, on perceived benefits and recommendations to other students to
be mentored. These questions are further discussed in Chapter 4.
Data analysis includes reflective activities that result in a set of notes that record the
analytic process, thus providing accountability (Mertens, 2005). For the review of data for
this study, the researcher read and reread transcribed interviews, and listened to audiotapes
from April 2013 through September 2013. Miles and Huberman (1994) discuss as set of
qualitative steps for data analysis that include setting codes for the first set of field notes
drawn from observations of interviews; noting personal reflections or comments; looking for
similar phrases, patterns, or themes between subgroups; and looking for commonalities. As a
final piece of the data analysis, small sets of generalizations covering consistencies were
identified and these generalizations were formalized into a body of knowledge.
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As interviews were conducted with the 11 mentees, the researcher took anecdotal
notes on a separate paper containing the interview questions posed. Additional notes were
taken as mentees responded, identifying if they paused or demonstrated personal traits not
noted through the audiotape or transcripts. When a statement was emphasized or strongly
noted through voice inflection by a participant, the researcher took notes making a written
response to describe the participant’s nonverbal cues and communication noted during the
interview.
The power of student voice should not go unnoted as educators review aspects of
mentoring programs to address transition. Sometimes, decisions in schools are made without
surveying students involved or taking time to evaluate the impact of the intervention. Many
times, student voices go unnoticed, unrecognized, with no access to forums for discussions or
decision-making that impact their learning (Wilson, 2002). This study attempted to lend a
voice to the mentored students regarding their experience through transition. The emerging
data heard through the student responses established an understanding of the research
questions posed, informed the researcher on perceptions of effectiveness, and guided the
findings that reported and analyzed specifically what was shared.

Researcher’s Identity and Validity/Reliability Concerns
As the principal investigator and research interviewer, it was important that my
background and relationship to the research participants be shared. As a school administrator
in the district, I had access to student records and other data. However, my status as a school
administrator in the district may have impacted students’ and parents’ willingness to conduct
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interviews. That status did give me flexibility in establishing meetings at the students’
schools with greater ease than someone from outside the district might have had. There were
potential challenges in soliciting students’ and parents’ permission in these interviews because
students and families may have questioned how the information would be used and if their
involvement might influence their students’ current status in the school district. As a
researcher in the district where the study occurred, it was my responsibility to maintain
student anonymity but help interviewees share thoughts and connection of their experience.
I also acknowledged that along with the potential challenges as an insider to the school
district, there may have been benefits of perceived trust, possible prior knowledge of those
being interviewed (former students from my school site), and an ability to walk into a school
system with which I was familiar and comfortable for interviewing student learners. Students
also gave insight to particular changes, and I determined that it was important to ask if that
information might be shared with those involved to improve the program for other students. I
have relationships with staff and administrators at the mentoring school site that allowed me
to ask more candid questions than an outside observer or another researcher might have been
able to ask. However, I was cautious of ethical factors in my dual role as administrator and
researcher. I understood that it was my responsibility to make sure that certain students knew
my role as interviewer, to learn about mentoring, to maintain candidness with students so they
would share their thinking without perceived consequences, and to monitor my own potential
bias. By following these processes, the results could be viewed as valid and reliable and not
influenced by researcher bias. In the end, I noted that I had worked as an administrator to 8 of
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the 11 students in the survey and that the other three students either attended a parochial
school or the other middle school feeding into the high school.

Summary
This chapter reviewed the research methodology associated with a study of the Link
Crew mentoring program on high school students in a midwestern suburb. It identified the
community where the program existed, the school’s intended purpose for the program, and
how mentors were selected to work with mentees in the program. Moreover, the chapter
identified how the interviews were conducted, how questions were developed for the
interviews, and how students were solicited for this study. Finally, the method of data
analysis was described, reviewing initial student interview transcripts, and coding that
information to determine student findings from the mentoring experience. Chapter 4
discusses the findings from the student interviews and transcribed responses to identify trends
and themes regarding perceptions of the quality of the mentoring program.

CHAPTER 4
FINDINGS, RESULTS, AND INTERPRETATIONS

Purpose of the Study
The purpose of this study was to investigate how students who have been involved in a
mentoring program talk about and discuss their experience. Students involved in the study
were 10th-grade students and had been involved in a mentoring program during ninth grade.
Eleven students spoke about their mentoring experience by answering questions posed
by the researcher. The initial set of questions addressed these students’ involvement in school
and made comparisons between their middle school and high school experiences to better
understand the students in general. The students had a variety of involvement in and outside
of school. Some were involved in sports, band, journalism, engineering club, set crew for the
play, chess team and drama, whereas others were involved in activities outside of school, such
as martial arts and air soft games, which established these students’ perspectives of
themselves outside of the school environment. A specific question regarding their
involvement in school attempted to elicit information about their self-efficacy: Had the
student increased his/her involvement in activities and sports and begun to experience a sense
of accomplishment to try new things? The remaining questions asked more about the
students’ thoughts and opinions about their mentoring experience.
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In coding the transcriptions, three themes emerged from data interpretation, but
additional subthemes were also identified that seemed to help the researcher understand the
students’ perceptions of mentoring. These ideas also combined with other research in
mentoring.
Students spoke of a willingness to being mentored. They noted that this attribute had
to be present because so many other students believed they were forced to be a part of the
program and voiced their frustration and angst about involvement. Merriam-Webster defines
willingness as synonymous with open-mindedness, amenability, and receptiveness, as
described by students open to mentoring. Overall, the theme of openness to mentoring was
stated clearly by student mentees. For some mentees, connecting to the mentors was a good
experience. They compared their relationships to strong middle school teachers to high
school relationships with peers who seemed to understand them and the experience of
entering high school. In the answers to Questions 16 through 19, students appeared to give
common responses that aligned with openness.

Emergent Theme 1: Openness to Peer
Learning through Mentoring
Zachary (2009) used mentoring stories in revealing how people come to mentoring
from multiple and various pathways and perspectives. “Their openness to embrace and build
on difference influences the quality and outcomes of their relationships and the ability of
mentoring partners to effectively learn from one another” (p. 1). Good mentoring depends on
and enhances effective learning. Effective learning depends on the readiness, willingness, and
openness of mentoring partners. The concept of mentoring as a partnership does not come
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easy to many who experience mentoring through the lens of the traditional paradigm that
focuses on an older, more experienced person passing on knowledge and information to a
younger, less experienced one (Fischler & Zachary, 2009). The challenge observed during
transition was the connection made with teachers at the middle school and other levels but not
experiencing that connection with the adults in the current school setting. With these
sentiments shared by several respondents, mentoring addresses what is missing between
students and the adults in the high school setting. For example, one participant said,
I love it, I loved going there [middle school]. I didn’t regret it at all, and the teachers
were all nice, and I always had someone to talk to. You could go to any of the
teachers to talk to because they were all nice. Some of the teachers here [at the high
school] just don’t really care. I don’t understand why someone would take a job if
they did not like it. They’re always angry. I can understand some of the kids make
them mad, but then they take it out on the rest of us. I feel like I could go to one
teacher’s class and not be there and still get the same grade. I feel like we learn
nothing. I did not feel this way in middle school. (Marissa)
The first theme discovered through student respondents was an openness to be
mentored as they entered the new school setting. The comparison between relationships with
teachers at the middle school and those with teachers at the high school was shared often by
respondents and became connected to the student’s openness to working with or learning from
someone close in age. Ellerbrock (2013) shares that the importance of listening to those who
are intimately involved in the transition to high school, including students, teachers, and
school administrators, may provide insight into how school structures may meet students’
needs and foster developmentally responsive school environments. Moreover, Stader and
Gagnepain (2000) address the improved relationships due to this openness: “This case study
indicates that a comprehensive peer mentoring program can, over time, significantly improve
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student interpersonal relationships. Although adults are important in any personalization
effort, peer mentors hold great potential and promise” (para. 20).
Students spoke of improved relationships in their mentoring relationship with peers
because upperclassman took time to care and look after their mentees. Students identified a
readiness for a mentoring program because of changes they encountered moving from middle
school to high school and saw upperclassman willing to take on that previously admired
teacher role. The research on transition addresses changes occurring for student learners, and
openness was shared as an example of attempting to fit into the new school setting. They
were also open to learning from the ideas and concepts shared by older mentor peers in the
setting. Openness as described from the mentees was as openness to new experiences and
ideas. Students still reported few students wanting to open up and share much in large group
mentoring sessions, but when they learned new information from their mentors and applied
the new learning, an openness to learning new things developed because the previous
information shared was valuable.
Another consistent underlying response was a view about the mentees’ middle school
experience. Students shared a connectedness to the middle school experience and indicated
that they had stronger relationships with their classroom teachers there. Mentees noted that
the teachers made middle school “a nurturing and safe environment,” and each student
respondent could identify at least one favorite teacher who made middle school a good place
to be, making “learning fun, the classroom a safe place to be yourself, and caring.” When
Isabelle and Selena spoke of their middle school, they described being “welcomed by the
teachers and genuinely cared for,” whereas in high school, the teachers appeared as if they
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had too many students to care for them individually. In high school, teachers made some
respondents experience no “special bond,” which makes the potential for mentoring programs
to build on this missing and desired need for students. In comparison, mentees in high school
said that they still desired that “connectedness” but did not experience it from high school
teachers and staff; therefore, through the mentoring program, mentees described what was
missing with their high school teachers that was now being shared through the peer-to-peer
mentoring experience. This openness described by the mentees aligned with mentoring
research by Karcher (2009) and Stader and Gagnepain (2000) that identifies openness to
learning from the experience of older peers. These peers now provided the connectedness
once experienced and shared with middle school teachers.
Kendra shared specifically that she became a mentor during her junior year in high
school because she enjoyed the experience as a freshman. When reviewing her comments,
she shared that an effective mentoring program included connecting more with the mentees,
learning about their interests, and sharing more about their experiences during high school.
She indicated that there was a joy in connecting with the younger peers she now tutored and
in sharing about herself and about what high school was really like.
Some high school teachers were identified by students such as Alejandro as
demonstrating care and as “father figures or relatable,” but the number of these responses
varied greatly from the middle school responses, which demonstrated from every student a
connection to a middle school teacher. The students had to think about a high school teacher
who was their favorite and more often mentioned teachers as “good at teaching math” instead
of having attributes of care and connectedness. Therefore, through the student responses,

79
openness to mentoring appeared to be a strong attribute necessary for a quality mentoring
experience and for students going through transition at a new school setting when they were
not connected to their teachers and not learning as much in this new setting. There was a
readiness and willingness to learn from peers, and this openness was a prevalent response.
Students expressed openness to the peer sharing similar information to the student about the
culture and learning in the high school setting. From mentees, openness to listening to these
shared ideas came over time and from putting what was shared by the peer into practice.
For example, Alejandro was given time-management strategies by his mentor and
used them and saw an increase in grades and preparedness for class. Additionally, Danielle,
Marissa, and Kendra indicated being open to information shared by their mentors about
exams. They all indicated that they never had really had to study for exams or classes before
and learned quickly that these tests were different and required new practices. They were
open to taking their mentors’ advice and saw improvement in grades and performance on
these exams.
Overall, students voiced a readiness to connect to their new school setting because of
the mentors to whom students talked about their experiences in the new school, making this
connection for the mentees. A clear difference was noted between middle school and high
school, and the emerging theme of openness to peer learning through mentoring became clear
as students reported wanting to be open with an older peer.
As Clutterbuck (2005) shares, creating an effective mentor-mentee relationship
requires the competence to create trustworthy settings by mentors. Stader and Gagnepain
(2000) suggest that in the high school setting, in which teachers are viewed as too busy with
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content and potentially not able to be as nurturing as junior high school teachers, peer-to-peer
mentoring emerges as a potential intervention for building trust in the new larger school.
Lee’s (2012) mentoring programs also note that the high school setting design reflective of
changes is needed because of the need for teachers to move from content teaching to authentic
teaching and learning at this level. The potential benefits of mentoring include facilitating
greater communication and openness throughout the organization with the ability to extend
individual learning to one’s team or to the entire system (Buck, 2004).
Respondents said that they had left the familiarity of their school and arrived in a new,
larger, and seemingly chaotic high school environment. Therefore, the connections with an
older peer who shared experiences about high school were identified by male and female
mentees as a beneficial part of being in the mentoring program. These mentors provided an
understanding of the new setting and experience that they did not seem to receive from high
school classroom teachers. Kendra spoke about some of the “scariest parts of high school”
and explained that the mentors “helped ease the freshmen into the school more.” The Link
Crew mentors helped freshmen in how to remember locker combinations, where to locate
classrooms most quickly in the much larger high school setting, and time management
strategies. Kendra specifically shared how the Link Crew mentors were willing to talk to
them about anything. She shared that these older students, “who weren’t even staff members,
basically took us and took care of us.” Students were open to listening to this guidance and
responded in interviews how this relationship helped them transition.
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Self-Efficacy Noted
When trying to ascertain if self-efficacy had improved for students, answers to the
question about involvement in and outside school revealed significant changes for all the
students responding. Students who had limited involvement in middle school were starting to
be involved in many activities, including plays, set crew, chess team, Brazilian martial arts,
football, math team, literary magazine, speech team, school choir, tutoring, baseball,
newspaper, art club, volleyball band, and volunteering. From initial responses about middle
school involvement, 4 of the 11 were involved in their middle school activities, and by
entering high school, the students had expressed significant involvement in and outside the
school setting. Most responded that they learned what they were good at and built stronger
interest in being involved through the learning that was shared by mentors and tried
successfully by the mentee.
The perception of improvement was solidified as students continued to share knowing
they had strengths in an area and wanting to be better. Alejandro identified math as an area of
strength for him in school, but with the assistance of his mentor in time-management
strategies and information on teacher style, he experienced even greater comfort with his math
ability and achievement in that area. Additionally, Danielle expressed confidence as a middle
school student, knowledgeable in many areas, including knowing behavior expectations and
academic expectations, but high school presented difficulties when midterms and finals
approached. She indicated that through the ideas presented and shared by mentors, she
improved her skills and preparedness to take these exams and was more aware and capable
after this shared learning. Kendra was most influenced by her mentoring experience because
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she believed that the information shared by mentors helped her learn academically and
behaviorally how to fit in at the high school, and she expressed her confidence in comparison
to when she arrived at the high school. There was a sense of openness to many things,
including trying new opportunities and being a part of activities in which they believed they
did well. Comments shared about being “fairly open and confident,” “being more mature,”
“not as bad as I was in middle school,” and “paying attention and being respectful” were
shared to describe the perceived improved self-efficacy.
When trying to determine if their improved self-efficacy was impacted by the
involvement in mentoring, there was a mixed response. Students learned quick timemanagement tips and helped in decision-making when in high school. The chance to meet
new people and learn from juniors and seniors helped in self-awareness of things necessary
for the high school setting. Watching some mentors make mistakes and make fun of
themselves helped some mentees understand that they could try new things and not worry
about what others thought. Other mentees’ voiced not improving self-efficacy because the
mentor(s) did not open up and demonstrate that they could make mistakes or were just
awkward in connecting with the mentees. Some mentees voiced a difficulty in being open
with someone who appeared to be there for the wrong reasons and not truly interested in
assisting them.

Emergent Theme 2: Building a Trusting Relationship
Between the Mentor and Mentee
A second emerging theme found in the responses was the interest in building a trusting
relationship. In some instances, the Link Crew program identified some problems in its first
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year of inception with this very issue. Students were placed into groups by last name and
paired with mentors. The students in band appeared to be the only group paired by similar
interest and background, but the other mentees were paired with trained students available. A
group was partnered based on alphabet, and mentors were asked to connect with mentees
through orientation games and ongoing activities during the year. Several respondents spoke
about the lack of that trusting relationship in their responses to whether mentoring was
actually effective and able to impact their decision-making. Mentees knew what they wanted
and needed in the mentoring relationship and spoke often about problems that arose when that
trust was not present. The focus on Questions 22 through 25 allowed access to the common
shared theme regarding trust as a necessary quality.
Mentoring research speaks to the importance of mentors and mentees building a
trusting relationship to be effective. Trust is the essential building block upon which any
mentoring process rests (Hunt & Weintraub, 2002). Davies (2003) also indicates that an
underlying aspect of the mentor-mentee relationship is the crucial need for a mentor to
maintain total confidentiality about interactions with their mentee, and it can take time for this
degree of trust to be built.
Well, at first, the mentoring experience was--it was really good. I got along with the
people, and after the thing [the rumor] happened to me--everyone knew about it. I
would get weird looks in the hallways. Everyone knew, and I don’t--I don’t even
know how, but the mentors kind of started not to talk to me as much and began
treating me differently. They usually would talk to me more ’cause I was the one that
would talk and be the one to not be shy in the meetings. After the change in their
behavior, after that, they [the mentors] kind of moved away. I noticed it when they
were not really talking to me that much. Almost like an embarrassment kind of thing,
and I felt the change. So I didn’t like going to the groups. The relationship changed,
and I did not feel included anymore. I thought they were supposed to be there for me.
(Marissa)
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Breaking Trust versus Building Trust
In Marissa’s account above, she spoke about having a highly trusting relationship with her
mentors when the program began. Then a rumor and situation arose, and the mentors stopped
talking to her and treated her differently. She felt betrayed, and the trust was broken. She
later changed her schedule, which allowed her to be with different mentors as a result of this
broken trust. She was visibly changed and angered by her mentoring experience (as she
responded, her eyes were down, her words were slow and cautious, and a look of hurt was
displayed on her face as she described this mistrust), and the breakdown in trust made her less
willing to work with the new mentors assigned. She participated but not as she had in the
beginning, and she expressed interest in becoming a mentor later to avoid any student
experience mistrust in the process as she had experienced. Harris’s (2013) mentoring work on
student perception speaks to “encouragement, guidance, shared experiences, being a role
model, communicator, and building trust and support from another individual” (para. 21) as
student-perceived benefits of mentoring. This experience presented a problem because one of
the program’s goals was to assist students with learning. These types of problems with
mistrust have to be addressed through the mentoring training to assist students in learning
skills to build trust.
Mentees described their interest in building a trusting relationship while transitioning
to a new school setting. Kendra described the relationship and experience as “very friendly
and a very comfortable environment to be in. It was just helpful in general.” As students
prepared for new classes, new teachers and expectations, the mentoring program presented a
place where they could ask questions; the participants said they learned more from
experienced students and openly shared their fears and concerns. Mentees believed that to
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build trust, the mentors attempted to play spirit games and activities at the initial orientation
sessions and throughout the year. Mentees described these as “ice-breaker” activities at the
start of the school year but noted that the activities were not as effective as the year went
along. What was deemed effective at building trust was when mentors shared their own
experiences about making mistakes and opening up personally to the mentees about
themselves and their experiences in high school.
Alejandro was asked what he learned from his mentor. “Quick time-management tips
worked for me; I think I’ve been late once.” He added that the program “helped me to be a bit
more open and more involved, definitely not so quiet.” For Alejandro, middle school was
described as a lonely and quiet experience, with few friends and/or close relationships.
Mentoring programs offer students opportunities to be held accountable academically and to
begin developing social relations with their peers. The end result is that students can help
high school mentees reach and maintain high academic standards (Nykaza, 2009). Alejandro
further shared that in the mentoring sessions, he met many new people and was expected to
open up when the group asked questions and solicited his thoughts and opinions. He
identified emerging trust with the mentors when things they suggested worked or they took
time to ask his opinion and consider his ideas.
Isabelle also believed that the program helped students understand final exams, rules
of the school, dress codes, and how to study and get along with the teachers. These examples
demonstrated topics that helped to build trust, but she still identified some concerns about
connection with and trust of some mentors. Not everyone was connected and trusting of the
mentoring program, even when mentors shared experiences.
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They [mentors] definitely did not get the students interacting as much as they wanted
to, but I felt that was the student’s problems ’cause the mentors could only do so
much. We had this very outgoing mentor at the start of the year and then switched.
This one was a bit more quiet, so it was harder to connect with her. Another one
added was pretty outgoing, and she made it a little bit more fun. (Isabelle)
Students shared the difficulties that arose when the mentoring relationship
demonstrated a lack of trust or presented an identified problem. Marissa believed that when
challenges occurred during her freshman year of high school, she should have been able to go
to these trusted individuals to sort through a social situation that occurred. What she
described instead was a sense of isolation, a lack of trust, and fear. Marissa described a
specific incident in which a rumor spread around the school about her. She believed that
everyone, including her mentors, knew because she would receive strange looks in the
hallway and people stopped talking to her and started treating her differently. She was most
frustrated and hurt when the mentors, who usually talked to her and connected with her
because she contributed to discussions and activities, began to move away. She began to
dread going to mentoring meetings and later asked her counselor to change her schedule. She
was placed with new mentors, but she stated that the hurt from the isolation in the first
mentoring relationship made her wary and guarded with the new mentors. Marshall (2011)
addresses the positive and negative results of mentoring, especially when relationships fail or
trust dissolves.
In later conversations, Marissa indicated that she had applied to be a mentor as a
sophomore and again as a junior, but was not selected. She believed strongly that her lack of
selection was connected to the rumor or the fact that she was no longer involved in athletics.
She desired to be a part of the mentoring program because she believed the overall mission of
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the program--to connect with students--was a good idea, and she did not want any other
student to experience what she had experienced. As a mentor, she believed she could assist
students with challenges and support freshmen beyond just the academic goals of the
program. She described the selection process as a failure in this program: “Like finding out
the person, . . . if they are really right for it, other than just picking them based on sports and
being straight-A students.”
Marissa described students bragging about placing their leadership roles in mentoring
on college applications and skipping physical education, but she believed the program could
be much more for mentees. Marissa was never invited to be a Link Crew mentor but did find
a way to assist other special-needs learners in the school. As a mentor for this other program,
she believed that she was making a difference and explained that a student had just told her
the day before the interview that “if it had not been for her being there, she would not want to
be in that classroom.” In a sense, Marissa created, in her own way, a trusting mentoring
program she knew could be a part of the Link Crew but in another program.
The specific questions posed with mentees to determine if they had built a sense of
trust with the mentors came when asking them about the mentoring experience, what they had
learned from the mentor and the program, what their mentor was like, and things to improve
the program. Trust was built and shared when mentors imparted knowledge about stronger
organization skills, learning to laugh at him/herself by making mistakes and learning from
them, setting personal boundaries that bring in good people and exclude negative influences,
how to become involved, asking questions, creating good study habits that improved grades,
doing all their work, and preparing for scholarships. Students pointed out factors that
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inhibited trust-building and, through these suggestions, offered ways to improve trustbuilding.

Trust through Relatability
Another mentee, Selena, indicated that the current program could be beneficial to all
students if “there was a different mixture of mentors with different personalities, like not two
shy kids that are just going to stand there and talk all awkwardly; like, put, like, an outgoing
kid and the shy kids or two outgoing people, so the kids could be more comfortable and it’d
be more fun.” She also described the selected students as ones who had good grades, “perfect
kids,” and wanted mentors who had “badder grades,” who could keep the experience “real.”
Marshall (2011) identifies trust, help, and common interest as the foundation for effective
mentoring programs.
Other respondents who had a stronger mentoring relationship identified the common
interest as a reason to trust their mentor more. When speaking to Selena on a follow-up visit,
she again reported that an effective mentoring program had to include “relatable students, not
just the ones who get straight As and never struggle with their homework.” In her experience,
she struggled to handle homework, working a job at McDonald’s and other daily struggles.
The mentors who were assigned to her as a freshman did not appear to have any struggles or
challenges in school, and she could not connect with them. The inability to relate to mentors
placed Selena in a mixed opinion about the program as she believed it was good for others but
did not have mentors who related to her own experience.
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Delilah was paired with her mentors from the band program in which she was
involved and shared a trusting relationship established when her mentor and others were
introduced during band camp. She believed her mentors connected during informal
conversations and communications; they explained the errors they experienced and helped
share what they had done wrong to help her make better decisions by learning from their
mistakes. Delilah was quite involved in school and was on the literary team, on the speech
team, and involved with the newspaper. For Delilah, the mentoring program was described as
“great.” She was paired with older band students during summer band camp and continued
with these individuals as her mentors for the year. They ate lunch together, and the mentors
took time to share the mistakes they had made in high school. Delilah indicated that she
trusted these mentors and their opinions because of their “easy access,” and when she “had a
problem or needed something they were there.” In later conversations, Delilah revealed that
she had become a mentor for the program in her junior year and described the same type of
relationship built with her mentors. The program had changed to teach mentors how to relate
better and connect more with their mentees, including a class taken daily to build confidence
and leadership skills and meet regularly with their mentees. She had desired to continue
mentoring as a senior but could not fit the class into her schedule.
Alejandro said that “the mentor acted like he actually wanted to be there. He made
you feel like he actually wanted to be there, like he was happy to be there, . . . which I give
him credit for because when you look at your friends and they look like they’d rather be
home.” Mentees, when interviewed, described that a desired characteristic of the mentoring
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program would be to have students who are relatable, ones who open up about their mistakes
and challenges and who could be known personally by the mentees.

Timing of Mentoring
When offering a mentoring program, it is important to consider the needs of the
students involved. Often programs appear to meet the program coordinators’ or mentors’
schedules and do not take into account the schedules of the mentees. The participating
mentees identified the student-interest aspect and how there might have been better
connection if they were with students who shared common interests.
Alejandro shared his disappointment when mentoring meetings interfered with school.
“Sometimes I was frustrated when they pulled us because I had homework to do. I was like
‘darn it’ because sometimes I had work to do. Not being able to finish my homework, I admit
I did it intentionally, but I needed the time because I did not get to it” (Alejandro). Bear,
Delilah, and Danielle also noted the timing of being taken out of study hall when homework
was not yet done but normally indicated that they wished there was some prenotification that
the meetings were going to be held on a certain day so they did not procrastinate about
completing homework so that they needed the study hall to get their work done.

Emergent Theme 3: Sharing Interests
and Sharing Selves
A final emergent theme in the respondent’s data was sharing interests and sharing of
selves with the mentees. Students involved in mentoring spoke to being pulled to meet to
discuss a new topic unfamiliar to the student and in some manner shaping their decision
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making, such as being on time to class, studying for final exams, getting along, and
understanding certain teachers. By sharing these intimate details, mentees formed helpful
learning components to the sessions. Mentors took the time to tell the mentees about
themselves. They shared how they did in school, mistakes they made, and how they learned
from those mistakes. Not every mentor was as open about themselves, which seemed to be a
compelling theme heard from those who believed that the mentoring was missing something.
These mentees’ responses helped to solidify the need of addressing student interest and
sharing of selves as a relevant theme necessary for quality mentoring to exist. As the
researcher looked at the final set of questions and transcribed responses in the data coding,
another common theme from respondents was identified in Questions 28 through 30 that
identified concerns for the willingness to share and have common interests.
What Kendra liked best about the mentors was the sharing of various points of view.
With two mentors, she indicated they did not just tell the mentees, “Oh, high school was
great” but, instead, shared the highs and lows of it, providing variety and a rare look at older
students’ challenges, mistakes, and insecurities. Students indicated that they learned about
being on time to class, which helped many avoid going to the dean’s office or serving
detentions, and they believed the mentors shared how to get around the school and have “a
very positive high school career.” Discussions about study habits, how to be more organized,
taking final exams, and connecting with certain teachers helped mentees find “wisdom and
advice” from their interests and experience. Larry identified his relationship with his mentor
as being a strong one because they shared sports as an interest and connected even more
outside of school on the field. Prior to having him as a mentor, his mentor was just an
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upperclassman on the varsity team. But after discovering a shared interest in sports, he noted
the mentor communicating with him in the hallways and especially during sports.
Danielle believed that the mentoring program gave students “a lot of good tips on
studying habits, especially during finals.” She enjoyed talking to someone older who had
gone through what she was experiencing. The difference in the peer mentor sharing this
information rather than a teacher was that the teacher had not been in students’ shoes for a
time, whereas this student “understood what’s going on now, opposed to what went on back
then.” Students indicated that they appreciated the insight coming from a peer close in age
and realizing that this person understood exactly what they were experiencing.
In contrast to the other mentees, one mentee had attended a parochial school during
freshman year and described a program with a young teacher as the mentor. Nicole shared
that the teacher talked to the class about the classes, testing, and studying. But overall, she
indicated that the sessions were just “okay” because she believed they would have been better
with someone “closer in age who didn’t finish high school 10 or 20 years ago.” Nicole came
to the high school as a sophomore and heard about the mentoring program at the public school
and envied the mentees’ experience. She believed that “it would have been cool learning
from someone closer in age who had just experienced what I was going through.”
Although these were essential attributes, in some instances, the participants believed
that the students serving as mentors did not demonstrate these key characteristics, such as
sharing their mistakes and problems, which caused the mentoring experience to be less
effective and enjoyable for some students. The students responded that these essential
attributes would have helped create a stronger mentoring relationship that would have worked
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well and helped their decision-making and choices. But when these characteristics were not
observed, the students found other methods to assist in decision-making beyond the mentoring
experience.
Isabelle echoed Nicole’s sentiments by believing that having an older student and not
a teacher was better. She defined “better” as the mentors helping them through what they
were going through, believing that teachers would say the say the same thing, although they
had not been in high school for a time. The Link Crew mentors understood current things
going on as opposed to past things, and for her, this was an important value.
Interests emerged as a necessary theme that was lacking for some students. Larry
found that his mentor was a senior baseball player, and there was an instant connection for the
two. He described feeling “special” and “important” when the upperclassman said “hello” in
the hallway and talked to him about baseball. He experienced inclusion and supported the
similar interest as a key for the trust and connection for him. Additionally, CK said that his
mentor and the program made him more welcome at the school because they were there to
say, “We’re here to help you out.” Delilah shared increased interest in the mentoring program
because she was paired with mentors from the band program. She indicated that the interest
in band created quick acceptance because they saw each other at summer band camp and they
shared stories and seemed to really care for her. In contrast, Bear Soup wanted to have
similar interests with his mentor but found their decision-making and personal choices too
flawed to follow. Bear, Alejandro, Selena, and others spoke about the desire to have been
paired with someone with similar interests and to have those connections on a personal level.
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For some mentees, this was present and a desirable trait, and for others, this was not present
but was still something they believed was necessary in a quality mentoring program.
Karcher et al. (2005) found that mentoring literature reveals that a child’s disposition
is but one of several mentoring match characteristics that contribute to the quality of a
mentor-mentee relationship. Many mentees attributed their new learning equally to learning
from the mentors and to maturing and developing as students. Isabelle explained that she
applied herself more especially after doing poorly on her first semester finals. She began to
study more because she knew she would not improve if she did not learn the materials, and
she learned that she “could no longer cram the night before a test and do well.”
Conversations held with mentors established the belief that the mentees could listen and learn
from the experienced mentors and have better experiences in the high school setting. The
mentees expressed an openness to working with older peers, and that characteristic may be a
necessary attribute for effectiveness and quality programs.

Summary
The mentees’ responses and findings spoke to answering the research questions and
identifying how they spoke about and discussed their experience in the mentoring program.
The mentees all spoke of self-improvement from being involved in the mentoring program,
especially because it occurred with peers close in age. The mentees also spoke on ways to
improve the existing Link Crew program’s concept to make it better for students following
them. This shared information was important for the researcher because there was an earnest
interest in sharing the benefits of the program but also in establishing that the mentoring
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experience was dependent on things that were not quite in place in the program, specifically
openness from all students; trust-building; finding a desirable time to meet; and sharing
relevant facts about themselves, their interests, and the high school experience.
The students interviewed in the study indicated that mentoring did have an impact on
each of them and helped build a belief in others as they transitioned from middle school to
high school. An effective mentoring program includes openness to peer mentoring learning
by both the mentors and mentees. Was the mentor there to build relationships or just to place
his or her experience on a college resume, and were the mentees open to learning from
someone else? Several students discussed the mentor’s purpose for being there and the
importance of choosing leaders who are there for benefiting the mentoring program and its
overall purpose of assisting with learning needed as students transition. For the 11 students
interviewed, openness to learning through mentoring was present.
Additionally, building a trusting relationship with others by sharing experiences,
especially mistakes and challenges, was an essential component identified by the mentees as
an attribute for effective mentoring programs. Moreover, having common interests and
sharing about oneself were identified as a stronger place to start when building an effective
program.
Chapter 5 identifies the underlying conclusions of this study and discusses how
student perceptions of the mentoring programs can improve existing programs or ones being
considered to help student learners and to determine what school administrators can do to
assist learners through transition.

CHAPTER 5
DISCUSSIONS, CONCLUSIONS, IMPLICATIONS,
AND RECOMMENDATIONS

Over the course of these last four chapters, the researcher has established the
rationale for mentoring as a potential intervention for students experiencing school
transition, investigated the perceptions of formerly mentored students, and used the two
guiding research questions to develop interview questions to understand how students
spoke about and discussed their mentoring experience and implications shared for
administrators interested in addressing transition needs with a mentoring program.
Spencer (2006) addresses the mentoring research and what happens for individuals
involved and states that trust, support, and goal-setting are established through
mentoring relationships. This study sought to understand better the mentoring
relationship through transition and identify which attributes were shared by participants
to inform other administrators and practicing administrators’ options in reaching and
working with students experiencing transition.

Problems of Transition
Transitions to new school settings have demonstrated challenges for some students.
Research has shared concerns with learning the new expectations, new roles and
responsibilities, and even more challenges to adjusting when experiencing adolescent
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changes. Depending on the grade-level transition, the difficulties differ. For elementarylevel students, transition is characterized by the anxiety of parents and students entering a
new setting. Yoem (1998) describes this transition from kindergarten to elementary by
noting the distressed youngsters who move from a warm, caring child- centered
kindergarten to a potentially more intimidating and less flexible first-grade classroom. In
addition, Sink, Edwards, and Weir (2007) share potential transition stressors at this age
level: “Given that kindergarten and first grade have, to varying degrees, disparate
educational structures, processes, and curricula, young children often experience significant
challenges during the transition process” (p. 233). Sink et al. suggest that counselors be
used to help minimize the challenges by recognizing the potential stressors and offering
services and interventions involving all stakeholders, including the children and parents.

Discussion of Findings
Through the coding process, three general themes emerged from the student
transcriptions: openness, trust and shared interests and experiences. These provide additional
discussion for administrators interested in addressing student transitional needs. For
administrators, these expressed needs for learners should be identified in initial planning or
the usage of mentoring as a potential intervention for incoming student learners because they
can be considered for program mission and goal-setting to ensure that students’ needs are
better met using the intervention. Administrators should be willing to understand better what
openness means for incoming student learners and, in addition, focus on how to teach mentors
how to be open with the mentees.
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Openness
The idea of openness for administrators should raise some initial areas of concern
because openness can imply students sharing private or difficult situations that a peer mentor
may be unable or ill equipped to handle. Moreover, student mentors should be cautioned
about sharing private details and information about their own decision-making or choices that
may not align with program goals and the school’s mission. Training for the teachers
involved is essential before the program is implemented and to ensure that the adults are
preparing peer mentors to recognize when a student shares information about delicate,
personal, or dangerous actions or behaviors and to ensure that peer mentors bring these
concerns to an adults’ attention for further assistance and support. Additionally, teacher
leaders are also working to assist students in understanding their own levels of openness,
aligning to the intended message of the lesson, and monitoring how information is shared with
student mentees. The practice of teacher training, followed by student training over three to
four days before working with student mentees, helps to address these concerns and work
with students on providing a level of openness without sharing close, intimate details that may
interfere with the program’s objectives and goals.
As researchers such as Seedat (2009, 2013) have discussed, peer mentors must be
equipped to recognize students in transition struggling with transition and presenting social
anxiety disorders and other fears, as well as others who may be sharing struggles and
problems in school. The openness concern also prompts administrators to be prepared to
learn about potential student emergencies or concerns outside the school setting that may be
impacting student learners; if this information is shared with mentors, mentors should be
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informed and educated on the importance of mandated reporting to their mentor teacher
leaders and how to assist students.

Trust
The very concern of trust becomes an important point for mentors in understanding the
difference between building a positive relationship with a new student entering the setting and
helping that student to understand when sharing information about dangerous or reckless
decision-making that can impact the student, school, or others also needs to be shared with
adults in the setting. Administrators interested in considering mentoring as an intervention for
student transition should be prepared to work collaboratively with teacher mentors in the
development of program goals, mission, and belief statements that focus on how to build trust
between students and student mentors but also how trust must be adjusted or become
secondary when it comes to students’ personal safety.
In many ways, the administrators involved in mentoring demonstrates trust when
approaching mentoring as an intervention to support new students in the school setting but
must also be aware of the need to inform teachers involved of the processes that must be in
place in case a safety concern emerges in the mentoring relationship and how the team can
educate the mentees and mentors about sharing and reporting safety concerns with mentees as
they continue to be deemed as trustworthy. School educators are often placed in this position
of building trust with students and helping them understand that they are individuals who can
be trusted and able to share concerns and problems, but when the concerns expressed raise
concerns for personal safety for the student or others, educators are mandated to share those
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concerns with organizations such as the Department of Child and Family Services or social
workers, guidance counselors, deans, and others educated to assist and support students in
potential crisis. Administrators should be prepared to guide or identify this potential need in
the planning stages and outline a method to teach the students to identify student concerns and
how to report these concerns to teacher leaders and or student support staff.
Building student safety overall is important to the potential success of trust. Peer
students should be informed how trust is built, established, and maintained when one
advocates on the behalf of student safety. Helping students to understand this delicate balance
and support of learners becomes an important reminder for administrators to discuss, plan,
and prepare to educate all learners, teacher trainers, and support staff.
To understand the needs of the students in the school setting, administrators must be
prepared to solicit information and learn more about the students currently in the setting and
those coming into the school setting. Herrera et al. (2000) identifies the importance of preand post-surveys to understand the individuals involved in mentoring and identifing the
common interests and differences that can lead to better mentoring matching. “Two people
who can find some kind of commonality . . . need to be engaged by each other to find
something that they have in common and identify the differences and be interested in those
differences” (p. 33).
Herrera et al. (2000) speak to the importance of personality surveys or simple interest
surveys given to both the mentors and mentees prior to meeting. Pre-match training was
identified as an important factor for closer, more supportive mentoring relationships as there
are initial similarities between mentors and mentees that build commonalities from the start.
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Delilah identified the closest bond with her mentors from the student interviews because,
unlike the other students interviewed who were placed into mentoring by last name, she was
specifically linked to work with mentors in the band program. She spoke about the ease of
the relationship with her mentors and the closeness established in the mentoring experience
because she saw them regularly at band practices and rehearsals and had the common
connection and linkage of band as a similar interest.
Additionally, Larry spoke about the bond he had with his mentor because they were
both baseball players. Larry talked about the confidence he gained when the older peer
athlete said hello in the hallway or recognized him as a peer. His mentoring relationship
started off well and continued well based on the common sports interest.
Ideally, administrators supporting mentoring for student transition would need to work
with the grade-level feeder school to establish, share, and administer a student interest survey
and discuss the mentoring program the students would be joining in the fall of their freshman
year. Taking the time to meet with students and helping them to understand the goals of the
program and importance of the survey in finding the best match in mentors would be valuable
to assist students with preparing for this program. Additionally, sharing ideas about the
program not only with the students but also with the teachers at the middle school or high
school and parents would allow better transparency of intended goals, awareness of the
program’s existence, and an understanding of the importance of transitioning well to the new
school setting.
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Gaining Access for Practicing School Administrators
Thomas and O’Kane (1998) address the many ethical issues salient in doing social
research with children that are common to working with subjects of any age. The need to
obtain informed consent is always relevant and can always be problematic. For this study, 11
students chose to participate in the study. To understand the small sample population in
school settings, research addresses concerns for school administrators in gaining access to
student participants. Additionally, Chenail (2009) addresses the importance of completing
pilot studies to examine bias in questioning, gather the depth of the study, and practice
patience.
Prior to this study, a pilot study was conducted in the same district. Mailings were
sent to 40 participants involved in a mentoring program in the district to invite them to be
involved in the pilot study, and 4 students responded. Researchers are often challenged in
eliciting participation from students in research and continue to incentivize participation by
paying participants to join the study or offering other methods to increase participation. There
are ethical and moral concerns with attempting to incentivize participation, and these became
a concern for the researcher when realizing the sample population was small. Beyond finding
the subjects for the study, gaining access to the fieldwork a researcher chooses to study may
entail seeking permission at many different levels.
Bogdan and Biklen (1998) address the informal and formal steps a researcher must
accomplish just to enter the area of study, including preliminary inquiries, meeting and
reaching out to principals of the school for work at school settings, and meeting with assistant
superintendents and school boards. Not only is finding student participants challenging when
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conducting qualitative research in public education, especially at the elementary and
secondary levels, but also gaining access adds additional levels of concern for practicing
administrators regarding those students interested in speaking with the researcher. Moreover,
the authors address the university setting, where participants at the college level have a better
understanding of professors’ role as researchers and the need for students to be potential
subjects. However, high school participants in studies often wonder how participation
benefits them beyond the potential to gain a stronger relationship with a professor whom they
may later seek out for advanced degree work or support on committees.
Additionally, Olds and Symons (1990) address the challenges for school-based
research as administrators and educators meet particular challenges when trying to solicit
participation. School schedules, calendars, and commitments make the process of finding
participants challenging.
The focus of public school professionals revolves around the daily process of
educating America's youth, while much of the expectation placed on university-level
professionals lies in making scholarly contributions to a body of knowledge. The
working environments in which these professionals conduct their business also varies.
The day of the public school professional is structured and student-centered, while the
time of the higher education professional includes more latitude and less daily focus
on immediate student needs. Further, the school calendar creates unique
circumstances to which the school health researcher must be sensitive. (para. 4)
Therefore, having a small sample population for research in school settings may be attributed
to the public school setting and the nature of difficulties seen throughout research in
attempting to find ways to involve participants and working with these individuals when they
are still in the school setting. For example, this study was conducted in April, allowing only
May to complete potential interviews or risk students being gone for the summer and
potentially less available for contact due to jobs and other commitments. This researcher has
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also noted being solicited to participate in research by former novice teachers from the
university level and enticed to complete the survey with the potential of earning a Barnes and
Nobles gift card for early participation in the survey.
The continued ethical dilemmas associated with finding individuals desiring to
contribute to the field of research or those who merely respond to the incentive of
participating for winning a gift card should be understood by the school administrator
researcher. Students are entering a precarious and unknown relationship when working with
school administrators they may potentially know or have worked with in the past. Although
working in a familiar setting offers potential benefits because one already knows key
gatekeepers involved in approving the school study, there are challenges presented in working
with students who may be familiar and wonder about that participation. Therefore, conducted
studies in one’s own district may present difficulties in securing and locating large numbers of
participants for the study, and these factors may contribute to considering research where one
is not visible and known. Considering the timing of one’s study, identifying students before
they leave the school setting and graduate is an important aspect for securing participation and
conducting the study with school-aged learners.

Conclusions/Future Findings
The theoretical framework in this study focused on the construct that mentoring
impacts student self-efficacy. Pittenger and Heimann’s (2000) findings reveal the potential
of mentoring in assisting with self-efficacy. This fact would gain administrators’ interest in
using mentoring as a potential intervention for transitioning learners. However, mentoring
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improving self-efficacy was not specifically identified in this study, but it should be studied
for future research on mentoring’s impact. What was studied was the mentoring framework
associated with transition and understanding what students shared about their experience by
identifying openness, trustworthiness, and shared experiences as it relates to student needs
when involved in mentoring.
In the research on transition, Neild (2009), Smith (2006), and Andrews and Bishop
(2012) identify the importance of monitoring transition to avoid challenges for students and
to assist them with learning skills essential for adapting and achieving in the new school
setting. Results from this study verify that students indeed are challenged by the transition
from middle to high school and learn from the support of an open, trustworthy individual
who is willing to share interests and experiences. These mentees indicated that mentoring
assisted them with transitioning to the new high school. These embedded themes of
openness to peer learning through mentoring, trustworthiness, and shared experiences are
similar to themes found in the literature.

Openness to Peer Learning through Mentoring
As students spoke of one necessary attribute for mentoring programs, they defined
and shared ideas that could be described as openness. Students also indicated an
unwillingness to work with mentors who were not friendly or able to connect. They
reported that the mentors needed to be open, share information about themselves, and listen
to their questions. The willingness to participate came when there was an association with
the mentor that allowed for even deeper conversations to emerge.
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The voices throughout the interviews echoed sentiments and ideas that would not
have been gathered if students had not been given a chance to share their thoughts and
opinions. What was gained from their perspectives was a glimpse into their lives as
middle school learners and then as high school students and their perceptions of how
things had evolved. Zachary (2009) suggests that openness from both the mentor and
mentee in the mentoring relationship to discuss and assist learning is a necessary
attribute for mentoring to work. Openness is described as a willingness to listen to the
ideas shared, not being closed minded, trying things suggested, and determining if the
suggestions and ideas shared improved the mentee’s transitional experience. From
students’ reports, openness to trying studying skills suggestions, attending new events
such as Homecoming instead of being quiet or unsociable, or listening to a mentor
discuss ways to work with a specific teacher have all helped students be open to trying
new things in the high school setting and improved their openness to listening and
learning from the more experienced peer mentors.
As an educational milestone, the transition from eighth to ninth grade is thought of
as a critical determinant in career acquisition and/or the path to postsecondary education
(Stoltz, 2005). For school administrators, the ability to intervene with students’ connection
to school and help them find commonalities and interest in the school setting helps them to
prepare students for stronger learning in school settings and prepare them for the world
after secondary school. Through openness, the mentee students reported gaining new
insight as they tried ideas shared from their mentor’s knowledge and expertise.
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Openness Needs for the Adults
When looking at mentoring, this researcher anticipated some openness to mentoring,
specifically peer-to-peer mentoring, because research identified differences between middle
school and high school experiences (e.g., setup of the building, teacher interactions, etc.).
These assumptions were confirmed when peer mentors shared learning in the new school
setting not readily accepted by the adults. Stader and Gagnepain (2000) confirm students’
willingness to learn from peers closer in age and sharing little about their needs when asked
by adults. What was new from the mentees’ perceptions was how strained some of these
potential interactions were with key individuals responsible for their continued learning and
why that change from middle school teachers to high school teachers was noted so clearly
by the respondents.
In looking at mentoring as a potential intervention for school transition, the clear
message from mentees that a connection to teachers at the high school level was missing
cannot be disregarded. Educators can address high school teachers’ connections with their
students by considering professional development as school administrators. Therefore, in
addition to setting up mentoring transitional programs, it would be equally important to
provide training for teachers on making stronger student connections at the high school
level.
Moreover, Lee (2012) notes the importance of maintaining a strong mentoring
program but also looks at the design of the high school setting to improve relationships for
students and adults working together. Ultimately, the findings shared by the students
support a disconnection for students in high school, and administrators can use this
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knowledge to provide mentoring programs for transition and consider development needs
for the teachers in supporting learners’ needs by looking directly at the high school setting.
Cushman and Rogers (2008), Eccles and Roeser (2011), and Jackson et al. (2000)
addressed the perceptions of teachers in high school that run counter to the developmental
and social-emotional needs of students in adolescence. With students entering transition,
not only into adolescence but also into a new school level, connections to their teachers
would be ideal in adjusting to the new setting. Peer-to-peer mentoring at this level provides
this connection to learning for students by helping students learn academic, behavioral, and
social expectations.
Yet the research counters that students at this level are not experiencing this muchneeded relationship. Instead, students appear to be open to learning from others closer to
their own age, with practical experience and knowledge of what is likely to occur for the
maturing learner. One of the participants in this study experienced mentoring from an adult
during her freshman year. She commented that the experience was not strong “because the
teacher had not experienced what they had gone through in many years.”

This deepens the

need for high school administrators to determine why relationships between students and
teachers are less open at this level and to find methods to address these concerns as students
continue to grow in the high school setting.
In addition to continuing the mentoring program for transitions, underlying
concerns still to be addressed for students in transition are the relational differences and
perhaps implementation of a freshman academy to address the concerns noted by students
in connecting to their teachers. McIntosh (2006) further discusses research for educators,
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with many alternatives to increase student achievement and learning. One model, a schoolwithin-a-school, may be called a learning community, a cluster, or an academy. DeWees
(1999) notes that positive impacts of downsizing are improvements in attendance, student
achievement, behavior, attainment, teacher morale, and parental contact. For students
indicating a need for openness in the school setting, a freshman academy or learning
community offers teachers a chance to demonstrate that openness through purposeful
design and structure of the freshman school experience. Teachers who are placed in these
programs generally see the same group of learners, invest in this smaller population of
students, and make connections. Considering the opportunities provided through freshman
academies and the communications shared by mentees, administrators may also consider
implementing this type of program along with mentoring to address transitional needs and
work to create openness between teachers and students in the high school setting.

Trustworthiness
Trustworthiness was also identified by mentees as a necessary attribute for the
mentoring relationship. Mentoring has the potential to allow mentors to share challenges
faced and strategies and ideas to overcome them, model trustworthy behaviors, and seek
opportunities to watch growth and development in the mentees (Lipton et al., 2004). When
listening to the reports of the mentees, an established relationship involving trust was
essential for students to learn from the mentor. Self-efficacy looks at the improvement and
perceived growth and development in the individual. A connection is identified between a
student’s need for trust and growth in perceived self-efficacy when students share that they

110
learn from others and experience and see improvements in their learning. When
information shared by the mentors was applied and beneficial to the mentees, these students
reported believing in themselves and improving in schoolwork, relationships with others,
and trying new things. In examining the theoretical framework of self-efficacy, Bandura
(1977) makes connections to the mentoring research by sharing that modeling efficacy by
words and actions assists with student learning. The students heard and learned from their
mentors through actions, information shared, and hearing about experiences, which led to a
better perception of themselves in learning and trying new things and also experiencing that
improvement. When struggling with problems, they may voice either hopeful
determination, with the conviction that problems are surmountable and valued goals are
achievable, or discouragement and the futility of continued efforts,
By taking the time to reinforce or help mentees with actions and decisions (i.e.,
giving suggestions, feedback, or direction), mentors and mentees can build a level of trust
that emphasizes the vicarious learning shared through the mentoring relationship. Students
helped to create a definition of trust for their mentors by sharing how they could rely on the
mentors to share useful information about teachers, methods to study, or other practical
suggestions that benefitted their learning.
Moreover, mentees reported that greater levels of trust were needed to build
relationships with the mentors. In Karcher’s (2009) study of cross-age mentoring, he
looked at the mentoring of younger students with high school students. In this study,
Karcher chose to determine whether serving as a mentor to a younger child helps or hurts
an adolescent mentor’s self-esteem, connectedness, and attachments and found “that there
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was no evidence to suggest that serving as a mentor to a young child is developmentally
inappropriate for teens (e.g., results in declines in connectedness)” (p. 296). Therefore,
peer-to-peer mentoring could be beneficial at other school levels of transition to support
learning.
Some mentees viewed trust as visible or experienced, but others reported that trust
was broken through actions or deeds done during the course of the mentoring experience.
There is a delicate and powerful need for trustworthy relationships to exist in the mentoring
program. This relationship is defined in the work by Stader and Gagnepain (2000), when
mentoring results through surveys demonstrated that the dropout rate had declined to 3%,
average daily attendance had improved to 93%, and contact between freshmen and
junior/senior mentors seemed to be the catalyst for this transformation, according to the
authors. “Older students consciously or unconsciously began to look after their mentees,
and hazing by older students virtually ceased to exist” (para. 15), leading to school climate
surveys depicting student friendliness as a positive for entering their high school setting.
Peers who are involved in mentoring adhere to some risk in believing and having
confidence in the mentors with whom they are working, and they are making the additional
assurance that what the mentor has asked them to believe or do is something from which
they are likely to benefit as a result of accepting this information. By gaining this trust in
the mentoring relationship, self-efficacy can be modeled because trust provides
predictability and controllability, both conducive to the enhancement of self-efficacy
(Bandura, Reese, & Adams, 1982). Students build trust when they know the individual
with whom they are working and have connected. Students in this study were placed with
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mentors by alphabet and not purposely connected to specific individuals. Reid (2008)
addresses the peer mentoring relationship and the identification of programs aimed at
building mentor capacity to assist mentees and build trust.
While a few “natural” mentors may work successfully using intuition and
personality, large numbers of institutional mentors can be quite successfully
prepared to provide high-quality guidance; can learn strategies that help them build
effective, supportive relationships with their mentees; and can practice and improve
mentoring techniques to increase their own (and their mentees’) satisfaction with the
experience. (p. 70)
Administrators assist their mentors in gaining trust with their mentees by providing ways to
share similarities and differences. They can survey the students involved as mentors and
mentees and learn their interests and beliefs to pair students based on commonalities to
support development of trust.

Sharing Interests and Sharing Selves
A connection to the mentor experience must be formed in the mentoring
relationship. The established criteria for working with mentors is outlined in these three
attributes and connected to Karcher’s (2008a) and Clutterback and Lane’s (2005) definition
of mentor competence. The teachers involved in mentoring as coordinators or trainers of
peer mentors must establish the purpose for the mentoring program and continue to provide
training and support to the peer mentors. Over the course of the summer, Link Crew
teachers met with mentors to design potential lessons, review exit surveys, and establish an
understanding of what did or did not work to support the mentees and mentors.
Additionally, they met with mentors and administrators to review program goals and
mission to confirm if they were being met.
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Teachers and support staff establish what Karcher (2008b) defines as phases of
mentor competence. They help students with rapport-building, direction-setting with clear
and defined targets and purposes for their role, feedback on the progress they are making
with students and in the program, winding down from the program as it nears the end of the
year, and transitioning or moving on after the program is over. Mentoring provides an
opportunity for older peers to share experience and knowledge with younger peers.
Relationships can be established, and in the mentoring experience that has been researched,
students have shared a readiness to connect with individuals close in age. In some
instances, those relationships were based on common interests such as athletics, being a
good student, or other characteristics, but in most circumstances, students wanted to learn
more about the high school transition and hear more about how to navigate the larger
school setting.
Currently, more people and outside influences impact the students’ decision-making
and modeling (Gurian, 2009). Peers close in age to the mentees can act as parental figures
and help through their sharing of experiences with choices students must make in high
school. The mentees spoke about a connection to middle school teachers and that
connection not being as readily present in the high school setting. With the influence and
modeling of older mentors, students reported learning about study habits, how to work with
specific teachers, and how to navigate the new setting.
Moreover, Powers et al. (1995) show that as students learn more about their own
personal values, beliefs, and ideas, they can build self-efficacy as they imitate those actions
that they appreciate or agree with in others. A mutual responsiveness occurs in mentoring

114
that involves sharing experiences and practices known by a mentor and acknowledged and
accepted by a mentee. Students indicated that for mentoring to be influential, both the
mentee and mentor have to be willing to share interests, facts, and ideas about themselves.
As Stader and Gagnepain (2000) suggest, students prefer a school where the school
community gets along and is working together for a common goal. Peer-to-peer mentoring
directs administrators in helping to create this preferred need in the school setting by not
only involving the transitioning student in the school culture but asking older peers at the
school to provide direction, support, and guidance to their peers. The authors suggest that
the “impersonal nature of the high school is difficult to overcome and sense of belonging
has always been important and spells the difference between success and failure” (p. 28).
By choosing mentoring and working with both the student leaders in the high school
and upperclassmen, mentoring offers a chance for administrators to address those missing
relationships identified at the high school level and offer a solution to creating learning
between student leaders and new students in the setting. Administrators must be deliberate
in their attempts to focus on the needs of both the mentor and mentee in an established peerto-peer mentoring program. Mentors need training to guide their supports of the mentee,
and mentees need assistance in sharing aspects of themselves with others. For researchers
such as Reid (2008), the reinforcement of peer-to-peer mentoring is intentional in
reinforcing the impact of mentoring. Therefore, school administrators must be deliberate in
their attempts to foster shared experiences between mentors and mentees.
Prior to creating mentoring pairs or groups, students should be surveyed to reveal
interests, beliefs, and opinions. Using this preliminary data from both mentors and mentees
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allows administrators to manipulate the potential grouping of peers to capitalize on helping
students meeting and working with peers with common interests and backgrounds. “In fact,
counterintuitive though it may seem, I would argue that the real magic in a mentoring
program comes in attention to details, in attentiveness and planning, in learning and
practicing and reflecting” (Reid, 2008, p. 70).
Mentoring has a purpose and design that helps build openness to learning from
peers, trustworthiness, and shared experience possible for those involved. Sitting down
with program designers and focusing on these goals, surveying the students involved, and
re-evaluating these needs after implementation are essential aspects of continuing to
address the transitioning students’ needs.

Implications for School Administrators
As school administrators identify needs for their school settings annually, there is
evidence to support the growing need to address students of transition in school settings.
By addressing transition purposefully with the consideration of a mentoring program,
administrators not only work with student leaders already present in the upper-grade levels
but harness their abilities to impact school learning in specific and meaningful ways.
Efforts to establish the school culture and reinforce common messages and expectations of
the school are shared not only with the assistance of the school staff, but with the support
and value of sharing these messages by student leaders. Sosik and Lee (2002) review the
purpose of mentors and describe the current impact:
Since ancient times, mentors have been described as socially capable and
knowledgeable individuals who develop protégés by sharing their wisdom. . . .
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However, mentoring can be framed instead in terms of the social judgment skills
that make effective mentoring possible. (para. 1, 3)
What school administrators gain from considering mentoring as a transitional
approach for their new students is a method to teach necessary skills about academics,
behaviors, and social aspects of the new school setting from another teaching force: student
leaders. The implications of this study share the potential of students in responding to the
call to assist and teach others and support the messages embraced and shared by school
officials. Instead of the school administrators and educators seen as creating a separate
agenda for the school, they are working in partnership with students to develop necessary
skills and learning in students new to the school setting.
Stader and Gagnepain (2000) address what freshmen need upon entering the new
school setting: “the sense of belonging has always been important and, for an everincreasing number of students, often spells the difference between success and failure”
(para. 1). Administrators, knowing this need, can orchestrate the help of their student
leaders in creating a school setting for new students to be accepted, welcomed, and
received as equals by students close in age. By training the student leaders in the upper
grades to work with younger peers in building trust and openness in learning and sharing
experience, a social barrier is broken and students in the same building are working
together as a team.
For school administrators, a partnership emerges among administrators, teachers,
and student leaders because everyone is working toward similar goals in educating the new
students about the school’s expectations. The implications for administrators working
annually in this partnership is to have ongoing reviews of program goals and continued
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training and identification of student leaders who embrace and adhere to helping other
students in the school setting. A re-evaluation of the program is necessary annually to
determine what works and does not work, and surveying both mentors and mentees would
be recommended to determine if the teaching and learning is occurring and impactful in
anticipated ways.
Moreover, attempting mentoring as a school administrator relies on the same level of
trust, openness to learning, and sharing of experience described by mentees in transition. In
implementing a mentoring program in the high school setting, an administrator has to
demonstrate a similar level of trust in the student leaders in the school to partner with the
teachers and share in the responsibility of teaching and sharing messages to new students.
Programs such as Link Crew often recommend that a key school administrator also train,
participate, and partner with coordinating teachers and students. Ideally, school
administrators have to demonstrate a commitment to creating, maintaining, and re-evaluating
the mentoring program in their setting. By accepting the concept of mentoring as a transition
program in the school setting, the school administrator agrees to support not only the growth
and development of the new students in the school but also the development and growth in
leadership capacity for the older peers in the school.

Role of the School Administrator
and the Accountability Age
School administrators are charged with the ethical and moral responsibility of
overseeing the learning for all students. The Illinois Principals’ Association and similar
organizations that address and represent administrator leaders agree that “Illinois Standards
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for Principals . . . state that ‘A competent administrator is an educational leader who
promotes the success of all students by acting with integrity, fairness, and in an ethical
manner,’” and further share belief statements that speak to moral and ethical obligations to
reach and teach all learners. It is with this belief system and educators’ role as change
agents that the needs of students in their care are addressed.
Moreover, the Elementary and Secondary Education Act (ESEA) was signed into
law in 1965 by President Lyndon Baines Johnson, who believed that “full educational
opportunity” should be “our first national goal” (United States Department of Education,
2015, para. 1). In 2002, Congress reauthorized the ESEA, giving it the new name the No
Child Left Behind (NCLB) Act under the Bush administration, although there has been
some flexibility in NCLB legislation in exchange for more rigorous and comprehensive
state-developed plans to address achievement gaps and increase outcomes for all students.
Accountability in light of previous NCLB legislation and current national Common
Core standards implies that students in the school setting must be present for learning and
learning at high levels.
NCLB has affected every school and district in Illinois, and there have been some
challenges along with vast improvements in student achievement. Illinois continues
to supports the act’s overall purpose--to ensure that children in every classroom
enjoy the benefits of well-prepared teachers, research-based curriculum and safe
learning environments. (Illinois State Board of Education, 2015, para. 1)
When a student struggles with school transition and demonstrates challenges in his or her
learning, then school administrators are charged with identifying ways to address concerns
and help this student. By addressing school transition concerns, administrators can attempt
to identify students who may be struggling with the change of their school level setting,
assisting them in learning new expectations and helping them to adjust to the new school

119
culture. What makes peer-to-peer mentoring so helpful to administrators is the leadership
potential and capacity building for older peers in the school setting.
Regardless of the efforts made by schools to address student challenges and
struggles within school, including social anxiety (Seedat, 2013) and school dropout rates
(McCallumore & Sparapani, 2010), school administrators are challenged to find methods
to keep students in school and help all students to make the adjustment to the new school
setting.
Implications surrounding student needs during transition are deduced from the
shared ideas expressed by the mentees in this study. This study suggests that peer-to-peer
mentoring be considered in addressing transitional needs and understanding exactly what
students say they need when they enter the new school setting. The study also clarifies the
mentoring components or themes necessary for the mentoring program to be impactful for
learners by listening and reviewing the thoughts shared by mentees who have experienced
mentoring. This study of mentee perceptions of the mentoring program during high school
transition through one-on-one interviews adds to the body of research in mentoring’s impact
and results shared by students after their experience. These embedded themes of openness
in peer learning through mentoring, trust, and shared experiences speak to the attributes
students believe are necessary or essential for mentoring to assist them with the transition
experience.

Need for Future Research/Recommendations
Understanding the challenges for school transition continues to be supported by the
data as an area for further study and intervention by school educators and administrators.
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Determining student transition and what students need from schools to support growth,
development, and learning continues to be the rationale for continued work in this area.
Through the guiding findings of this study, administrators can consider a peer-to-peer
mentoring program to address school transition and monitor program design,
implementation, and improvement. Ideally, soliciting feedback from mentees, mentors,
program coordinators, teachers, and even parents is necessary to understand the type of
growth made by learners and the perceived growth from different individuals involved in
the process.
As the research evolved, ideas for next steps emerged, and implications were
identified for others who might wish to observe, study, or gain perspective of peer-to-peer
mentoring as researchers or as practicing administrators. The embedded themes of
openness to learning from peers, trustworthiness, and shared experience can be studied to
learn if these themes also influence student perceptions of self-efficacy before and after the
mentoring experience. If mentoring programs address openness to learning from peers,
trustworthiness, and mentor’s ability to share experience in program design, there is
potential for mentoring to be considered as an intervention in meeting the needs of students
in transition.
Administrators or researchers should be aware of students’ self-efficacy beliefs prior
to the students’ entering high school as a point of baseline data to determine if mentoring
improves the students’ beliefs in self-efficacy. Self-efficacy is an important connection to
identify if the mentoring is meeting intended goals of addressing students’ needs for
openness, trustworthiness, and shared experience, as expressed by mentees. If those needs
are indeed being met and growing, it is also important to identify additional factors to
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address with students beyond these three themes to ensure that transition for these students
is successful. Additionally, it would be beneficial in understanding the self-efficacy beliefs
of mentees who are not responsive to mentoring to solicit their initial beliefs on self-efficacy
and then their thoughts after the mentoring experience to determine why there was no
change for these learners.
Students are sharing insight into their worlds and their thinking by agreeing to talk
to researchers. It is essential to listen to their reporting and act on their responses to
improve mentoring success with other students in transition. Most importantly, these
students discuss ways to build openness to learning from peers, trust, and shared
experience, beginning with how administrators consider placing students together with
their mentors. In this study, mentors were placed with mentees by alphabet, but in some
rare cases, such as Delilah’s, a student was matched with her mentor in the band program,
and something unique and different was shared through her experience because there was
a connection and openness immediately present and because the mentee and mentor
shared immediate interests through band. The efforts to connect mentors and mentees
must also address the need for openness, trustworthiness, and shared experience and help
to build these attachments and connections better when students are paired this way at the
start of mentoring.
Additionally, although administrators must understand mentees’ perceptions of the
mentoring experience to understand transition fully, they must also understand the thoughts
and ideas reflected and shared by the mentors themselves who implement the program. An
understanding of a mentor’s experience thorough training and working with the mentees
and his/her thoughts throughout and after the experience could formulate steps for

122
administrators to review regarding practices that work or areas that need adjusting for
mentoring success. As with any intervention implemented in schools, it is important to
evaluate the effectiveness of the intervention to determine if it has impacted the desired
change. For mentoring to impact transition, surveys and other research can be done to
inform the practices and determine if mentoring continues to benefit students entering and
remaining at the high school and to the extent to which it is beneficial.
Other certain ideas emerged to be considered for future study. For example, the
process of learning students’ perceptions of self-efficacy could be further studied through a
potential survey or additional interview questions posed to learn about students’ initial
beliefs of self-efficacy and their beliefs after the mentoring experience. Questions posed in
this study demonstrated a cursory understanding of improved or changed self-efficacy but
could have been tailored toward understanding if mentoring did change their self-efficacy.
This study focused on how mentoring was perceived but did not solicit if and how selfefficacy was changed as a result of being mentored. Additionally, it would be beneficial in
understanding the self-efficacy beliefs of mentees not responsive to mentoring, to solicit
their initial beliefs on self-efficacy and then their thoughts after the mentoring experience to
determine if the student perceived a change. Potentially, open-ended responses to
questions lend themselves to more honest responses from learners.
Additionally, school administrators may consider peer-to-peer mentoring for the
potential benefits for student leaders within the school setting to help train and teach other
peers. According to Bloom’s taxonomy, having students demonstrate critical-thinking
skills and transfer their knowledge to others is an essential skill for both the teacher and
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learner. For high schools bringing in new ninth-grade students, finding common interests,
pairing qualified and trained mentors, and helping students maintain those trusting
relationships throughout the high school experience may be vital. It would also be
important to see if findings and results would transfer to any other level of transition (e.g.,
movement from a new district or to a new school setting/building). These interventions
that are focused on addressing transition can continue to reveal the supports needed for
students experiencing transition to increase student engagement in school and learning
even more every day.
Researchers agree that addressing transition for students entering a new school
setting is important. In the research on transition, Neild (2009), Smith (2006), and
Andrews and Bishop (2012) identified the importance of monitoring transition to avoid
challenges for students and to assist them with learning skills essential for adapting and
achieving in the new school setting. When looking at transition, the researcher questioned
the potential of mentoring as an intervention to address transition challenges and the
potential of monitoring the impact of the program by school officials.
The concept of peer-to-peer mentoring was specifically reviewed because of its
impact in the school environment. This intervention strategy revealed alignment to
researchers such as Pittenger and Heimann’s (2000) findings, which also share the potential
of mentoring assisting with self-efficacy and learning new skills and beliefs for
transitioning students. Additionally, Rhodes (2008) surmises that school-based mentoring
programs demonstrate interest for school administrators who may also wish to improve
students’ grades, school attendance, behavior, interest in learning, and plans to pursue
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higher education. The importance of peer-to-peer mentoring stems from the belief that
older students can lead and guide younger learners.
For these reasons, the researcher looked at peer-to-peer mentoring, particularly at
the high school level, with students transitioning from middle or junior high to the high
school setting. In interviews with mentees in the Link Crew mentoring program, the
mentees shared their perceptions and identified how mentoring had impacted their
transition from middle to high school. Moreover, Powers et al. (1995) found that as
students learned more about their own personal values, beliefs, and ideas, they could build
self-efficacy as they imitated those actions they appreciated or agreed with in others.
Responses to interview questions showed that students considered their own beliefs and
ideas and those they shared or disagreed with in their mentors. Ultimately, three main
themes were shared by interviewed mentees and were similar to research found in other
studies.
By coding the interview transcript responses, trends and repeated themes emerged
that mirrored research by others looking at quality mentoring. Three areas were identified
by looking at specific responses to questions posed. Students indicated that for mentoring
to be influential, both the mentee and mentor must be open to the process of mentorship,
willing to build a trusting relationship with another individual, and willing to share
interests and facts and ideas about themselves. By uncovering the essential qualities that
students perceived as effective for mentoring, results can be shared with school officials in
the setting or with other administrators considering mentoring as an intervention option for
transition.
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As a response to the consideration of teacher professional development, this
researcher notes that additional interventions at the high school level also address the
creation of smaller communities or freshman academies. These can assist in making the
high school setting smaller and more connected, training teachers to build relationships
with incoming students.
What the responses to the interview questions did not answer was if the overall
culture of the school is improved or changed because of the mentors’ ability to teach
freshmen about the high school. To answer this question, there appears to be a need for a
survey about the culture before mentoring is put in place, rather than merely seeking results
after mentoring is established. Administrators can compare previous cultural surveys
discussing school climate to newer surveys after mentoring has been established in the
setting to learn if openness, trust, and shared interest and experience were established and if
school climate has improved. Moreover, students involved in mentoring through transition
shared thoughts they believed might benefit future mentees, and it is important to consider,
value, and implement these shared sentiments as administrators approach the needs of
transitional learners.
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Appendix A: Interview Questions

Interview Questions (Initial)
1.
2.
3.
4.
5.

6.
7.
8.
9.
10.
11.
12.
13.
14.
15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.

Tell me your name and current grade.
What are you involved in and outside of school?
Do you have siblings, how old are they? (optional)
Tell me a little about your family, parents, etc. (optional)
As a middle school principal, I work primarily with middle school learners. Can you tell me
about your middle school?
What was your best experience?
What was your worst experience?
Did you have a favorite teacher?
Did you have a favorite subject during middle school? (optional)
Why was this person and/or subject your favorite? (optional)
Do you have a favorite teacher in high school?
Would you say you were a better student in middle school or now in high school?
Why would you say you were a better student?
Tell me about your behavior as a middle school student.
Did you go to the principal’s office or dean?
Tell me about your behavior as a high school student now.
Have you been to the dean’s office or talked to someone about discipline?
You were involved in a mentoring program last year, tell me about this experience?
What do you remember about this program?
What would you say were the best parts of the mentoring program?
What were some of your least favorite parts?
Tell me about your mentor.
What kind of things did you discuss?
What have you’ve learned from the mentor?
How often did you meet, where did you meet and did you discuss things beyond school?
Do you think your involvement in this program has changed how you make decisions?
If not, what do you think does influence your current decision-making?
How have you changed from middle school to now?
Describe the biggest changes since leaving middle school to now.
Do you feel your involvement in the mentoring program changed your current decisionmaking?
Are there any benefits in being involved in the mentoring program?
Would you recommend the mentoring program to other students? Why or Why not?
If you had a chance to change or improve the program, what would you suggest?
What would be your thoughts about conducting a mentoring program like this at the middle
school level?

IRB Accepted Interview Questions
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Tell me your name and current grade.
In an attempt to get to know you better personally, what are you involved in and outside of school?
As a middle school principal, I work primarily with middle school learners. Can you tell me about
your middle school and your best and worst experience?
Did you have a favorite teacher or subject during middle school? (optional)
Why was this person and/or subject your favorite? (optional)
Do you have a current favorite teacher or subject in high school?
Would you say you were a better student in middle school or now in high school?
Why would you say you were a better student at that selected age?
Tell me about your academic and behavior as a middle school student. Tell me about your academic
and behavior as a high school student now.
You were involved in a mentoring program last year, tell me about this experience?
What were some of your memories of this program?
What would you say were the best parts of the mentoring program and some of your least favorite
parts?
Tell me about your mentor, what things did you discuss and what have you’ve learned?
How often did you meet, where did you meet and did you discuss things beyond school?
Do you think your involvement in this program impacted your decision-making?
If not, what do you think does influence your current decision-making?
How have you changed from middle school to now? Describe the biggest changes since leaving
middle school to now.
Do you feel your involvement in the mentoring program had any impact on your current decisionmaking?
Are there any benefits in being involved in the mentoring program?
Would you recommend the mentoring program to other students? Why or Why not?
If you had a chance to change or improve the program, what would you suggest?
What would be your thoughts about conducting a mentoring program like this at the middle school
level?
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August 2012

Dear Mr. David Travis, Plainfield South High School Principal,
As a principal in the district, I have been working with the Student Service Department and Northern
Illinois to complete data collection for my doctorate dissertation in Educational Administration at
Northern Illinois University. I am working on a study looking at the topic of mentoring students and
Plainfield South and other Plainfield High School conducted a mentoring program through the use of
the Link Crew last school year. I am asking for permission to meet for 45-60 with students formerly
in the Link Crew mentoring program and learning more about their experience, themselves as
students, and their perceptions of the mentoring experience. Students will be asked to sit with me to
answer questions about middle school and high school and perceptions about mentoring. I am
anticipating:







I will attend a sophomore club meeting to explain my research with students and learn of
potential interest in participating in the study.
One interview will be conducted for a period of thirty minutes to an hour to answer questions
about their mentoring program experience and possible perceived thoughts and views about
the mentoring program and if their current decision making as a high school student was
influenced by this experience.
Each student will be given pseudonym or will be asked to create a name that will be used to
keep their real name confidential, but allows the student voice to be heard.
Parent permission must be written and given because of the age of the students and students
have to give their assent in participating
Secure a place for interviews to be conducted in the High School Student Service Department
and securing a time that will best benefit students and not interrupt instructions.

My hope is that these interviews will give teachers and administrators more information about
students’ thoughts and opinions about mentoring and help us know if mentoring should be
used more throughout the school district and in other school settings.
Sincerely,

Sharon Y. Alexander
Aux Sable Middle School Principal
Northern Illinois University Dissertation Student
Please sign below if you agree to these interviews being conducted at Plainfield South High School.
Principal’s Signature and Date ________________________________________________
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February 2013

Dear Plainfield High School Student,

My name is Sharon Y. Alexander and I am working on a doctorate study looking at the topic of
mentoring students. You were a part of a mentoring program here at the high school, Link Crew and I
am requesting your help in getting feedback about this experience.







You will be asked to be a part of a 30-60 minute interview where questions about middle
school and high school and perceptions about mentoring (Link Crew) will be asked.
Only one meeting will be conducted where questions about your mentoring program
experience and possible thoughts and ideas about the mentoring program and if your current
decision making as a high school student has been influenced by this experience.
All responses will be audio-recorded for accuracy, but all information will be kept confidential
and shared solely as a part of the final dissertation presentation or text for the dissertation
document.
I will ask you to create a pseudonym “fake name” that will be used to keep your real name
confidential, but allows your student voice to be heard.

My hope is that these interviews will give teachers, students, and administrators more
information about thoughts and opinions about the mentoring program and experience to help
us know if mentoring should be used more throughout the school district and in other school
settings. After I get your agreement to be involved and parent approval, we will set up
interview meetings at the school at a time that works for your schedule. You will be asked to
bring signed copies of the student and parent assent/consent letters back to the Student
Service Office next week in the provided envelope. Below, I have left a spot to leave a name
for follow-up contact and a space to indicate your study hall/ lunch or time available to best
conduct the interviews.
Sincerely,

Sharon Y. Alexander
Northern Illinois University
Dissertation Student

Student Name ________________________________________________________
Best time for an interview during the school day _____________________________
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February, 2013

Dear Plainfield High School Student,

My name is Mrs. Alexander and I am doctorate student currently completing a doctorate degree at
Northern Illinois University. I am working on a dissertation on the topic of mentoring with students.
Since you have been involved in a mentoring program as a ninth grader, I am interested in knowing
your thoughts and opinions about this experience.
You will be asked to complete an interview and answer questions about yourself and the mentoring
experience. I expect to only meet with you once, for about 30-60 minutes at your high school site.
While answering any of the questions, you may choose to skip or avoid questions that you would
prefer not answering. The goals of these interviews are to learn a little more about you and your
thoughts about the mentoring experience. The interviews will be held in the Student Service
Department after school or during study hall to accommodate your schedules.

If you agree to participate in the research project titled Mentoring Perceptions being
conducted by Mrs. Sharon Alexander, Northern Illinois University Graduate Student you are
acknowledging that you have been informed that the purpose of the study is a 30-60 minute
interview to learn about your experience in and thoughts about a high school mentoring
program.
By agreeing to participate in the study, you understand that you will be asked to do the
following: complete one interview answering questions about your middle and high school
experience and your participation in the mentoring program. These interviews will be audio
taped. You are aware that your participation is voluntary and may be withdrawn at any time
without penalty or prejudice, and that if you have any additional questions concerning this
study, I you may contact Mrs. Alexander at 815 439-7092 at salexand@psd202.org. You
understand that if you wish further information regarding your rights as a research subject you
may contact the Office of Research Compliance at Northern Illinois University at (815) 7538588. Additionally, you or your parent may contact my advisors, Dr. Hide Shimizu or Dr.
Cynthia Taines, at shimizu@niu.edu and Dr. Cynthia Taines ctaines@niu.edu for additional
questions.
You understand that the intended benefits of this study include sharing your ideas about
mentoring and helping educators understand the possible benefits for other students. You may
personally benefit by sharing your personal beliefs and thoughts about the experience or the
overall benefits to a body of knowledge on mentoring. I do not foresee any potential risks in
the planned interviews, but due to the age of the participants it is important to realize concerns
can and will be addressed with available counselors or social workers, if needed. A
standardized set of questions, reviewed by my advisors will be used with all participants and
if a question is of concern, the option to skip questions is available.
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You have been informed that potential risks and/or discomforts you could experience during
this study. You understand that all information gathered during this study will be kept
confidential by changing the names of the students to pseudonyms and information will be
kept confidential at a secure site. You further understand that if you reveal or share
information regarding abuse, Mrs. Alexander is a Mandated Reporter and would be obligated
by law to share the abuse with the Department of Child and Families Services. You also are
aware that if any questions bring concern, social work or counseling services are available.
You understand that consent to participate in this project does not constitute a waiver of any
legal rights or redress you might have as a result of participation, and we acknowledge that
you have received a copy of this consent form. Please mark your response below and sign the
parent form indicating agreement to participate in the interviews and study. You may place
forms in the Student Service Office in the provided envelope for me to contact you to set up
an interview.
Sincerely,

Sharon Y. Alexander
Aux Sable Middle School Principal
Northern Illinois University Dissertation Student
__________________________________________________________________________________
___
Please detach letter here to return to Mrs. Alexander and keep the above portion of the letter. A
signature and date is needed under each marked area below.
Mentoring Perceptions
Sharon Y. Alexander
______ Yes, I will participate in the interviews and I have received a copy of this consent form.
Student‘s Name _________________________________________________________
Date _________________________
______Yes, I give my permission for the interviews to be audio taped.

Student‘s Name _________________________________________________________
Date _________________________
Signed student and parent permission forms should be returned to the Student Service Department.
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February, 2013

Dear Plainfield High School Parent,

My name is Mrs. Alexander and I am currently completing a doctorate degree at Northern Illinois
University. I am working on a dissertation on the topic of mentoring with students. Since your child
has been involved in a mentoring program as a ninth grader, I am interested in knowing your child’s
thoughts and opinions about this experience.
If your child agrees to participate, he or she will complete an interview with me and answer questions
*about themselves and the mentoring experience. I expect to only meet once with students, for about
30-60 minutes at their high school site. While answering any of the questions, students may choose to
skip or avoid questions that they would prefer not answering. The goals of these interviews are to learn
a little more about the students and their thoughts about the mentoring experience.
If you agree to have your child participate in this study, he or she will participate in the research
project titled Mentoring Perceptions being conducted by Mrs. Sharon Alexander, Northern Illinois
University Graduate Student and have a one-time interview that will be about 30-60 minutes to learn
about your child’s experience in and thoughts about a high school mentoring program. These meetings
will occur at your child’s high school Student Service department after school or during study hall
periods to accommodate student’s schedules.
By agreeing to participate, your child will be asked to complete the interview with Mrs. Alexander and
answer questions about middle and high school experiences and their participation in the mentoring
program. These interviews will be audio taped for clarity purposes. Participation is voluntary and may
be withdrawn at any time without penalty or prejudice and if there are any additional questions
concerning this study you may contact Mrs. Alexander at 815 439-7092 or at salexand@psd202.org.
Please understand that if you wish further information regarding your child’s rights as a research
subject, you may contact the Office of Research Compliance at Northern Illinois University at (815)
753-8588. Additionally, my advisors, Dr. Hide Shimizu and Dr. Cynthia Taines can be contacted at
shimizu@niu.edu and ctaines@niu.edu for additional questions.
The intended benefits of this study include sharing your child’s ideas about mentoring and helping
educators understand the possible benefits for other students or schools. Your child may personally
benefit by sharing his or her personal beliefs and thoughts about the experience or the overall benefits
to a body of knowledge on mentoring. Your child has been informed of potential risks and/or
discomforts he or she could experience during this study. Sharing information can be different and
wondering how the information will be used often leaves a child with questions. I do not foresee any
potential risks in the planned interviews, but due to the age of the participants it is important to realize
socio-emotional concerns can and will be addressed with available counselors or social workers, if
needed. A standardized set of questions, reviewed by my advisors will be used with all participants
and if a question is of concern, the option to skip questions is available. I wish to make parents aware
that all information gathered during this study will be kept confidential by changing the names of the
students to pseudonyms and information will be kept confidential at a secure site. Additionally,
parents should further understand that if a student reveals or shares information regarding abuse, Mrs.
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Alexander is a Mandated Reporter and would be obligated by law to share the abuse with the
Department of Child and Families Services. Please be aware that if any questions bring concern, social
work or counseling services are available for students.
By agreeing to participate in this project, it does not constitute a waiver of any legal rights or redress
you might have as a result of participation, and you acknowledge that you are receiving a copy of this
consent form. You will be asked to sign the bottom permission slip along with your child giving
permission to participate in the interviews. The torn off section should be placed in the attached
envelope for return to the Student Service Office where they will be picked up.
Sincerely,

Sharon Y. Alexander
Aux Sable Middle School Principal
Northern Illinois University Dissertation Student
________________________________________________________________________________
Please tear here and return to Student Service Department in provided envelopes.
Mentoring Perceptions - Sharon Y. Alexander, NIU -815 439-7092

______ Yes, I will be allowing my child to participate in the interviews and dissertation study on
mentoring students and I have received a copy of the consent form.
Printed Name of Parent ________________________________________________________
Signature of Parent _____________________________________________________________
Date __________________

Child/Student’s Name __________________________________________________________

Child’s/Student’s Signature ___________________________________ Date ________________
______ Yes, I am giving my permission for my child to be audio taped during this study
Signature of Parent ______________________________________ Date __________________
The signed completed section above should be returned to the Student Service Department in the
provided envelope.
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Thank you for agreeing to be a part of the Mentoring Perceptions interviews with Mrs. Sharon
Alexander, As we discussed in our meeting, the interviews should be 30-60 minutes, will be audiotaped and please prepare some ideas for a pseudonym for your name to maintain confidentiality.
Please report to the Student Service Office on (date) ___________ at (time) __________ . I look
forward from speaking to and learning from you. The Student Service secretary set up the interview
times for the 11 students.

